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From the Editors…
by Meghan Block, Carlin Borsheim-Black, and Troy Hicks
This second pandemic-infused
school year has been another
one of challenges for educators,
students, and their families,
though the challenges are not
only about masks, vaccines, and
safety protocols. Instead, new
battles are being fought around
Critical Race Theory and book
bans. However, what we have
come to learn is that these battles
Troy Hicks
Carlin
Meghan Block
are not so much new as they are
Borsheim-Black
renewed, and the authors in this
issue take up a number of these ideas in the articles ahead and highlight the resiliency that educators show
in their classrooms, schools, and communities.
In our Bridging Research to Practice section, we discover “The Magic of the Morning Message: Literacy
Strategies Used in Preschool Classrooms.” Here, Jill Claxton, Tomoko Wakabayashi, Katherine Homant,
Beth Hardin, and Shun Takai offer ethnographic research that underscores the importance of morning
meeting time in the pre-k classroom to support young children’s literacy development.
Then, in our Voices from the Region section, Kim Peters’ article, “Virtual Literacy Coaching: A Response to
Time, Space, and Resources,” describes the process her local ISD followed as they learned to leverage virtual
tools to implement literacy coaching, including advice for selecting platforms, developing synchronous
coaching sessions, and utilizing asynchronous reflection opportunities to increase literacy coaches’ capacity
for helping their colleagues and students. From there, Dana VanderLugt, Kathy Levandoski, and Erica R.
Hamilton explore ways for “Nurturing the Learning Zone: Moving Toward Hope and Possibility while
Coaching through the COVID-19 Pandemic.” They, too, share coaching ideas intended to move teachers
from their performance zone and into a learning zone to improve instruction. Continuing with their
regular contributions to MRJ, we thank Laura Gabrion and Jenelle Williams for their “Taking Up the
Work: Snapshots of Disciplinary Literacy Instruction, Part I.” In this piece, they share ideas for enhancing
disciplinary literacy instruction at all grade levels. Next, “Using Crossover Picturebooks to Discuss
Emotions,” William Bintz and Shabnam Moini Chaghervand share ideas for using crossover literature
to gain perspective on and talk about emotions. Rounding out our Voices section for this issue, we have
MRA’s vice-president and 2023 conference chair, Andy Schoenborn, who offers us “A Spark of Light in
the Darkness” to describe routines, practices, and habits of mind that he incorporates into his literacy
classroom to nurture independent readers and writers across a variety of teaching contexts. This piece also
includes “I See You,” a poem he composed for and performed at the MRA 2022 conference.
From there, our Critical Issues section offers resources on a topic that has been taking over the state and
nation: book bans. Here, in “Standing Up and Pushing Back: Resources for a Conversation Around Book
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Bans and Censorship,” Troy Hicks, Laura Gabrion, Kathy Lester, and Andy Schoenborn offer a collection
of resources to navigate the challenges of dealing with local books bans, knowing that book challenges
can be stressful and time-consuming for the literacy teachers and librarians. With a link to a companion
Google Doc full of even more links to additional resources, this piece can be very useful for sharing with
colleagues and concerned community members.
With our Must Reads section, Lynette Suckow offers us her continuing insights on Great Lakes, Great
Books: A New Season, sharing a variety of texts for young readers, carrying them through this season
of growth and renewal with stories that range from a young girl and her grandmother nurturing a bird
back to health to another young woman revisiting her father’s homeland of Jamaica, only to find herself
caught in both an actual hurricane and an emotional storm of her own. We thank Lynette and the entire
Great Lakes Great Books committee for their continued efforts at promoting reading around the state.
Then, Amber Lawson critiques a “lock and load” literacy strategy from the Brainspring Orton-Gillingham
Phonics First Kindergarten Program, with a focus on the harmful, “spirit-murdering” effects of using a
gun-related metaphor for all students, especially Black and Brown children in our literacy classrooms.
Finally, as we come to the end of this issue’s introduction, it is amazing to see that we are two years into our
three-year editorship. Recently, MRA’s board has put out a call for the next editors of MRJ. We welcome
any questions that you might have about becoming editor and encourage you to look at the call for editors
on the next page. Applications for the new editorial team will be due on January 1, 2023, and we look
forward to collaborating with the next editor or editorial team.
Sincerely,
Meghan Block, Carlin Borsheim-Black, and Troy Hicks
Co-Editors, Michigan Reading Journal
mrj@cmich.edu

All stock images in this issue, unless otherwise noted, are used with permission under an open license from Unsplash.com.
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Seeking Editor or Editorial Team for the
Michigan Reading Journal, 2023-2026
The Michigan Reading Journal seeks (an) editor(s) for a three-year appointment (Fall 2023 - Spring 2026).
The Michigan Reading Journal is the peer-reviewed journal of the Michigan Reading Association, which is
composed of and serves classroom teachers, literacy specialists, instructional coaches, educational leaders,
teacher educators, and university faculty. MRA is an affiliate of the International Literacy Association.
The journal publishes on diverse topics related to literacy, including: reading, writing, speaking, listening,
racial literacy, visual literacy, digital literacy, adolescent literacy, literacy assessment, intervention, family
and adult literacy, culturally sustaining literacy pedagogy, literature for children and young adults, and
professional development and teacher education in literacy.
In 2020, the MRA Board voted to move MRJ to an open-access model, in conjunction with Grand Valley
State University Libraries. GVSU Libraries staff are working to digitize the entire archive of the journal,
and all can be found on the journal’s home page <https://scholarworks.gvsu.edu/mrj>.
While the main duties described below would be the responsibility of the editor(s), MRJ is supported by
the MRA office staff who coordinate printing and mailing, as well as an outside designer who manages the
layout and graphic elements of the publication.
The journal is seeking editor(s)-in-chief for a three-year term; onboarding will be provided during spring
of 2023 with the official term beginning in fall 2023 and continuing until spring 2026.
Editorial responsibilities include:
•
•

•
•

Developing calls for manuscripts and thematic issues
Soliciting scholarly articles that address key issues in the fields of reading, literacy, and English
language arts education and fit within the journal’s strands (“Bridging Research to Practice,”
“Voices from the Region,” “Critical Issues,” and “Book Reviews”)
Reading and critiquing submissions, supporting authors in the review and revision process, as
well as final copyediting
Maintaining a robust and fair editorial review process, including a diverse review board of
educators

If you are interested in applying for the position, please email your application essay (no more than two
single-spaced pages) to mrj@cmich.edu. Your application essay should include:
•
•
•

A statement describing your vision for MRJ
A brief description of the editorial experience you bring
A brief description of the institutional support, if any, you will receive

Application deadline: January 1, 2023
Spring 2022, Vol. 54, No. 3
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President’s Message…
by Jill Erfourth, MRA President 2021-2022
“April showers bring May flowers.” We typically associate the month of April
with rain, and we hold out hope that May will bring brighter days.
I think of this aphorism as I reflect upon where
we have been as an organization in supporting
our members and continuing our mission of
empowering all Michigan students and educators
through literacy. Along with other businesses
and nonprofit organizations, MRA continues
rebuilding, both financially and structurally, from
the pandemic.

Utica

•

Jill Erfourth

One of our initial goals in the fall was to develop an updated, comprehensive 3-year strategic plan. At the
same time, our office was undergoing restructuring with new personnel, and we were initiating a new costsaving website platform. With that also came implementing new procedures and protocols, which took
precedence. That work has, indeed, led us to brighter days with a more functional membership database,
improved email communication, and a more efficient method of registering for events. As needs change
and new ones arise, the MRA Board adjusts plans and goals along the way.
As an organization, we have continued to focus on other established goals of building community outreach
and partnerships, collective action in committee work, advocacy, activism, and professional learning for
educators. Offering MRA members additional opportunities for professional learning and collaboration
around literacy was another goal we prioritized. This year we provided two professional learning webinars
exclusively for our members. Our committees have been active in our social media communities, sharing
resources and information and collaborating with participants. The Adolescent Literacy Committee, for
instance, offered opportunities for collaboration and learning through a book study, which was for MRA
members only. Next year, building and expanding opportunities and offerings like this will continue to be
at the forefront.
We are literacy activists. Recently, we have come together with other organizations across the state to stand
up to censorship and book banning. At our 66th annual conference, we gathered as a beloved community
to engage educators and literacy leaders from across Michigan advocating for literacy equity and justice.
Our work focuses on empowering all Michigan educators and students through literacy. Together, we
continue to emerge stronger as an organization and invite you to join our collective work as an active
member!
To become more involved in MRA, there are many ways to get started. First, you can reach out to me
directly, or you can contact your regional representative. Their contact info is on our website, under
the About Us, Local Councils tab, and we are always willing to connect with you and hear about your
work. Second, you can follow and engage with MRA via Twitter, Instagram, and Facebook, all with the
“michiganreading” handle. Third, you can look ahead to our board elections for next year, as nominations
6
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will open up on January, 2023. Finally, if you are doing great literacy work in your classroom, school, and
community – and we know you are – you could write a short post for our blog. Again, if you are interested
in that, please contact me and I can help get you started.
May is just around the corner, then the end of another challenging, yet invigorating school year. My hope
is that the warm days, cool evenings, and end-of-year projects ahead all bring you – and your students – joy
in these final days of the 2021-2022 year.
Sincerely,
Jill Erfourth
Jill Erfourth is the 2021-2022 President of the Michigan Reading Association. Jill has over 25 years of
experience as an educator in Utica Community Schools. Previously she has served as a second-grade teacher
for 18 years and a literacy coach for the past two years. Jill is currently a District K-6 Literacy Consultant
in UCS. As a Macomb County Literacy Ambassador, she shares her love of reading and advocates for
equity through literacy in Utica Schools and across the county. Jill is the co-author of Interacting With
informational Text for Close and Critical Reading. She holds a master’s degree in Educational Leadership
from Saginaw Valley State University. Jill has been nominated for Michigan Teacher of the Year, and was a
2018-2019 MTOY semi-finalist. You can reach Jill Erfourth at <jerfourth.michiganreading@gmail.com>.
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Executive Director’s Message…
by Jeanette Field, MRA Executive Director 2021-2022
Hello, from the office of the MRA!
There has been a lot going on in the office since I began my role as Executive
Director in late August. I have met and been able to connect with so many
fantastic people, from the Executive Board, Committee Chairs and Members to
the Council Representatives. The time they commit to the Michigan Reading
Association and their roles shows their love and passion for expanding literacy
to all.
I am enjoying working with all the branches of the MRA, and let me tell
you, they are all in full swing! This past March in Lansing was my first MRA
Jeanette Field
conference and I was excited to have taken part in the planning of it. I am
inspired by the conference committee and by those who put such effort into
making our conference happen. We were thrilled to bring you this in-person event after not being able to
meet face-to-face for two years.
It has been a pleasure being able to virtually and electronically meet and communicate with so many
wonderful people like you. I was pleased to have met some of you in person at the conference! You are
the, Who, What, Where, When, and How, that make this organization what it is. We appreciate your
unwavering support and dedication to our beloved Michigan Reading Association. It is a true testament of
your love and passion for expanding literacy to all as well.
Always grateful,
Jeanette Field
Mrs. Jeanette Field is the Executive Director at the Michigan Reading Association. She can be reached at
<mra@michiganreading.com> and 616-647-9310.

Pixabay
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The Magic of the Morning Message: Literacy
Strategies Used in Preschool Classrooms
by Jill Claxton, Tomoko Wakabayashi,
Katherine Homant, Beth Hardin,
and Shun Takai
Rochester
Ypsilanti •
•

Jill Claxton

Tomoko
Wakabayashi

Katherine
Homant

Miss G. teaches in a state-funded preschool program
with an assistant teacher in a suburban area in Michigan. Every morning, Monday through Thursday, just
after the 16 children in her classroom eat breakfast, she
calls them to the morning message board (see Figure 1).

Beth Hardin

Shun Takai

Morning messages are a part of the classroom’s regular daily schedule. Miss G’s plan for morning message
today includes reinforcing the numbers and corresponding counting dots for 1 , 2  , and 3   . She also
will introduce the words “pumpkin” and “dissect” and
the letters and sounds that make up
each word. Miss G understands the
importance of purposefully incorporating literacy-promoting practices
into her daily routine. As Miss G. and
her assistant teacher begin to sing the
morning greeting song, children join
their classmates on the rug at the front
of the classroom.
Miss G starts with messages 1 and 2,
encouraging the children to count
the dots and read the number, letters
and pictures that describe the first two
messages.

Figure 1. A Preschool Teacher and Children Reading the Morning
Messages Together (Photo reprinted with permission of HighScope
Educational Research Foundation.)

Spring 2022, Vol. 54, No. 3
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part as they work along. The third
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message is about a special activity that children will be
doing today. She points out each dot and the number
“3” and then says, “Message three. What do you think
message three is about?” She points to the word “pumpkin.” She invites the children to join her in reciting
each letter, then they sound out “P-U-M-P-K-I-N.”

Child F. says, “Seeds and green stuff.”

Miss G. brings out a pumpkin from behind her.

Miss G., “So we have yellow stuff and seeds. What else
do you see?”

Miss G. asks, “Green stuff, where do you see that?”
Child F. corrects himself and says, “No, yellow stuff,
yellow stuff!”

Miss G. asks, “What is this called?”
Child G., “The pumpkin guts.”
Child A. offers, “Pumpkin!”
Child H. says, “There is goo on the seeds.”
Miss G. replies, “A pumpkin! Yes, and here, I have a
very big pumpkin. What can you do with a big pumpkin like this?”
Child B. responds, “Make a Jack-o-Lantern!”
Other children chime in, “I made a Jack-o-Lantern
before!”
Child C. adds, “My mom makes pumpkin pie.”
Child D. says, “My mom makes pumpkin pie AND
pumpkin bread.”
Miss G. continues, “Yes, so you can carve pumpkins
for Halloween, and you can also eat pumpkin in many
ways! Today, I cut a circle (teacher shows children the
top of the pumpkin). Why do you think I cut a circle
in the top?”
Child E. says, “So we can get inside.”
The teacher removes the top and a collective “eeewww”
can be heard from the children.
Miss G. asks, “We are going to put our scientist hats
on and discover what is in this pumpkin. Do you
know what that’s called, when scientists cut something open to look inside? It’s called dissection. So,
we are going to DISSECT this pumpkin (emphasizing the new word, dissect). Let’s look inside, what do
you see?”
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Miss G., “Yes, there is goo on the seeds. That goo is
called pulp. Those are good observations. Today we
will use our spoons and scrapers and discover what else
we find inside pumpkins at small group time. Here is
another pumpkin for Miss. P’s group.”
The class then transitions to two small groups. The
teachers (Miss G. and Miss P.) place informational picture books about pumpkins, that children can refer to,
on their tables as they begin their exploration. Today,
Miss G. incorporated several Essential Instructional
Practices in Early Literacy - Prekindergarten (heretofore,
Essentials Pre-K; Michigan Association of Intermediate
School Administrators General Education Leadership
Network Early Literacy Task Force; (MAISA-GELN,
2016) into the classroom’s approximately 10-minute
morning message and 20-minute small group time.
They included intentional use of literacy artifacts, play
with sounds inside words, letter names and sounds
associated with letters, extended conversation and
books available that related to the content being covered.
The Essentials Pre-K (MAISA-GELN, 2016) is a set of
10 research-supported practices to promote the quality
of literacy instruction for children ages 3-5. It outlines
ways educators can support the development of skills
young children need to develop for later literacy competency. The practices are intended to be utilized every
day in preschool classrooms as a guide for continuous
improvements and better reading outcomes by third
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grade. The Essentials Pre-K (MAISA-GELN, 2016) can
be implemented regardless of curricular programs and
should be integrated into the curriculum, as opposed
to stand alone literacy lessons. Table 1 describes each of
the 10 practices included in the Essentials Pre-K (MAISA-GELN, 2016; pp. 2-4). Our study took place before
the development of Essentials Pre-K (MAISA-GELN,
2016) therefore, allowing us to look retrospectively at
naturally occurring literacy activities in Pre-K classrooms.
The Essentials Pre-K (MAISA-GELN, 2016) were developed by a group of Michigan school administrators and
literacy experts in 2016 in response to rising concerns
related to the low reading abilities among Michigan’s
children.

One longitudinal research study that followed 3,975
children concluded that if children are not proficient
readers by the end of third grade, they are four times
more likely to drop out of high school. In the case of
Black or Hispanic children, the likelihood of dropping
out doubled. Living in poverty and in poor neighborhoods multiplied the possibility of children not attaining third-grade reading proficiency (Hernandez, 2012).
In Michigan, the percentage of 4th-grade students
who performed at a proficient level was 32% in 2019,
somewhat below the national average. This percentage
has remained at 32% since 2017. The percentage of 4th
grade students in Michigan who performed at or above
a basic level was 64% in 2019. Again, that percentage
for at-or-above a basic level has not changed since 2017

Table 1
Essential Instructional Practices in Early Literacy - Prekindergarten
Essential 1

Intentional use of literacy artifacts in dramatic play and throughout the classroom

Essential 2

Read aloud with reference to print

Essential 3

Interactive read aloud with a comprehension and vocabulary focus

Essential 4

Play with sounds inside words

Essential 5

Brief, clear, explicit instruction in letter names, the sound(s) associated with the
letters, and how letters are shaped and formed

Essential 6

Interactions around writing

Essential 7

Extended conversation

Essential 8

Provision of abundant reading material in the classroom

Essential 9

Ongoing observation and assessment of children’s language and literacy
development that informs their education

Essential 10

Collaboration with families in promoting literacy

Spring 2022, Vol. 54, No. 3
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for Michigan 4th grade students (The Nation’s Report
Card, 2019a). In 2019, Black students’ average score
was 25 points lower and Hispanic students’ average
score was 17 points lower than that of White students. Students eligible for the National School Lunch
Program (NSLP), had an average score that was 26
points lower than for those students not eligible for the
program (The Nation’s Report Card, 2019b).

how they may be implemented, and how teacher professional development could center around asset-based
practices. The recommended practices in the Essentials
Pre-K (MAISA-GELN, 2016) can guide incremental
improvements, ultimately enriching preschool children’s
early literacy environment, and preparing children for
later literacy demands.
The questions we addressed are as follows:

Reardon (2011) showed that besides White and nonWhite discrepancies, there are also discrepancies related
to family income (i.e., discrepancies between children
who live in families in the 90th percentile for income distribution and those who are in the 10th percentile). This
gap has widened by 30-60 percent in a 25-year period.
In response to such adverse statistics, many states have
taken steps to help ensure students achieve grade-level
reading. In the case of Miss G.’s class, she is working
with children from low-income households in a statefunded preschool program and actively trying to improve
instruction and learning outcomes for her students.

Purposes of the Current Study
The data collection for the current study took place as
a part of a larger statewide preschool program evaluation in Michigan. The data allowed for an intensive
case study of four state-funded four-year-old classrooms followed throughout the 2014-2015 school year.
Classrooms were selected based on the level of program
quality (medium to high) as measured by the Preschool
Program Quality Assessment (Preschool PQA; HighScope Educational Research Foundation, 2003), and
children’s overall gains in academic skills (low to high
gains) from the previous school year. The purpose of this
study, using data collected previously, was to explore
the depth and patterns of literacy promoting activities
that naturally occurred during the day in high-quality
state-funded preschool classrooms for children at risk of
school failure. We also wanted to examine how literacy-promoting activities identified in the Essentials Pre-K
(MAISA-GELN, 2016) were implemented by teachers
who were not trained specifically in early literacy and
how those literacy promoting practices were distributed
throughout the school day. The findings provide information about what literacy practices naturally occur,

12

1. How do teachers in high-quality state-funded
preschools in Michigan utilize research-supported literacy-promoting practices during
different parts of the day?
2. Are there patterns (such as co-occurrences) in
teachers’ use of the various literacy promoting
practices?

Method
Sample
Four lead teachers from four state-funded preschool
classrooms in Michigan were video recorded monthly
from October, 2014 through May, 2015. Three classrooms were located in an urban school district and used
the HighScope curriculum model. One classroom was
located in a rural school district, blended with Head
Start, and used the Creative Curriculum model. In this
state-funded program, the lead teachers are required
to attain at least a bachelor’s degree in early childhood
education or child development with a specialization
in preschool teaching. At the time the video recordings
were made, the teachers in this sample had not received
any type of specialized training in early literacy. The
four lead teachers were all female, white, and had elementary education teaching certification with an early
childhood endorsement.
Procedures
Our data collection design was naturalistic and purposeful, in that researchers did not intrude during
classroom observations. Researchers focused on lead
teachers when capturing interactions via video recordings. Researchers also maintained objectivity by transcribing the recordings verbatim prior to coding.

Michigan Reading Journal

Jill Claxton, Tomoko Wakabayashi, Katherine Homant, Beth Hardin, and Shun Takai

Each monthly video recording captured the entire
morning of a typical school day. The video recordings
started between 8 a.m. and 9 a.m. and lasted until
noon or 1:30 p.m. depending on the schedule of each
classroom being recorded, making sure to capture
each part of the daily routine. To examine time points
throughout the school year, we chose three months to
analyze: beginning of the year (October), middle of the
year (February) and end of year (May). We produced
video clips for three parts of each day recorded for ease
and consistency of analysis: morning message, reading
time, and small group time. This method resulted in
thirty-four distinct video segments (over 750 minutes
of video footage) and corresponding transcripts per
teacher/classroom.
Transcripts, accompanied by video recordings, were
deductively coded using Dedoose, a web-based qualitative analysis software (Dedoose, 2018). We used the
descriptions and examples mentioned in the Essentials
Pre-K document (MAISA-GELN, 2016) to identify and code recommended instructional practices
observed across three times of the day--morning message (or greeting time), reading time and small group
time. While the Essentials Pre-K (MAISA-GELN, 2016)
consists of 10 recommended literacy-promoting practices, Essential 8 (reading materials in the classroom),
Essential 9 (ongoing observation) and Essential 10
(family engagement) could not be accurately captured
via video recording. Therefore, only Essentials Pre-K
1 – 7 (MAISA-GELN, 2016) were coded for the purpose of this study (see Table 1 for a description of Essentials Pre-K 1 – 7 [MAISA-GELN, 2016]).
Three graduate research assistants (GA) who were not
involved in the collection of the video recordings, and
who were unaware of the teacher/classroom characteristics, were trained by the second author on coding
categories. Again, coding was conducted in Dedoose
(Version 8.0.35, 2018). Each GA independently coded
one transcript and crosschecked the results with one
another and the second author until 100% agreement
was reached. Twenty percent of the transcripts were
coded independently by two GAs for interrater reliability, which resulted in more than 90% agreement. Later

on in the process, two more students were trained by
the original GAs for supplemental coding. The latter set
of codes were minimal in quantity, and all codes were
checked and deemed in agreement with the original
GA coders.
Data Analysis
To answer the first research question, “How do teachers
in high-quality state-funded preschools in Michigan
utilize research-supported literacy-promoting practices during different parts of the day?” we counted
how many times each recommended practice occurred
during each part of the day (i.e., frequencies). To
answer the second research question, “Are there patterns (such as co-occurrences) in teachers’ use of the
various literacy promoting practices?” we conducted a
Hierarchical Clustering Analysis. We first calculated the
difference (i.e., distances) between teachers’ frequency
of use of each coded practice. We grouped practices
starting from the smallest to the largest distances, then
constructed a hierarchical cluster (dendrogram) of practices. The dendrogram was used to represent co-occurring practices (practices with smaller distance) grouped
at a lower level.

Results
Research Question 1: How do teachers in high-quality state-funded preschools in Michigan utilize
research-supported literacy-promoting practices
during different parts of the day?
Table 2 shows practices used during three parts of
the daily routine: morning message, reading time,
and small group time. As shown, literacy promoting practices were observed in each part of the
day; however, the frequency of use doubled during
morning messages as compared to reading or small
group time (160 morning message vs. 81 reading
time and small group time). Essential 1, Intentional
use of literacy artifacts in dramatic play and throughout
the classroom, was used most often during morning
messages. Essential 5, Brief, clear, explicit instruction
in letter names, the sound(s) associated with the letters,
and how letters are shaped and formed was used second
most often. The frequency of use of these two codes
accounted for approximately 73% of the literacy
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activities that occurred during morning messages for
this sample of classrooms.
Also of note are the rarity of occurrences of Essential 6,
Interactions around writing and Essential 4, Play with
sounds inside words. Teachers in this study spent very
little time devoted to interacting around writing or
sounds inside words, no matter the time of day. In fact,
there were zero occurrences of writing observed during
morning messages and zero occurrences of sounds
inside words during small group time.

was. Therefore, the strategies of Essential 5, Brief,
clear, explicit instruction in letter names, the sound(s)
associated with letters, and how letters are shaped and
formed and Essential 7, Extended conversation have the
strongest co-occurrence. During extended conversations and instruction around letter names, sounds and
formation, teachers also tended to incorporate literacy
artifacts. In general, when preschool teachers used one
of these literacy strategies, they tended to use the other
ones as well.

Discussion and Implications
Research Question 2: Are there patterns (such as
co-occurrences) in teachers’ use of the various literacy promoting strategies?
To answer our second question, we used a Hierarchical
Cluster Analysis. This method sorts various pieces of
information into similar small groups. As shown in
Figure 2, patterns were found in the teachers’ use of
literacy promoting strategies. The lower the connecting line is to the x-axis, the stronger the co-occurrence

After examining literacy opportunities in different parts
of the day, this study found that the richest literacy
instruction in the pre-k classroom happened during
the morning message time. These results support the
importance of the morning message being a part of a
preschool classroom’s daily routine to promote literacy development. During the morning message, more
literacy promoting activities occurred than during any
other part of the day examined. Teachers engaged with

Table 2
Number of Occurrences of Literacy Strategies Per Time of Day
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Figure 2. Hierarchical Cluster Analysis of Co-occurring Literacy Promoting Practices
children around intentional use of literacy artifacts and
instructing children about letter names, sounds and formation of letters most often during morning messages.
The purpose of the morning message is to enable children to transition from home to school, both physically
and emotionally. Teachers intentionally design morning
messages to follow a common routine and to engage
children, setting the tone for the rest of the day.
A strategy for teachers to consider would be helping
caregivers understand how important an on-time arrival
to school is for their child’s literacy learning and development. Morning messages may be viewed perhaps, as
an unimportant transition time. However, in actuality
more literacy activities, and thus exposure to literacy
learning opportunities, may take place during this part
of the Pre-K schedule than during other parts of the
day. Teachers may also want to consider delaying the
morning message until all children have arrived for the
day. If breakfast is served, adjust the schedule to serve
breakfast first and then move the morning message
to the second activity of the day, thus ensuring more
children can participate. Imagine how important the
morning message may be for children’s language and
literacy development, if it is rich with literacy promoting activities.

The cluster analysis indicated that teachers tend to use
certain literacy strategies in clusters or combinations,
rather than in isolation. For example, when teachers
used extended conversions with children, they also provided instruction in letter names, sounds and formation. By identifying these naturally occurring clusters,
trainers could design professional development sessions
that may reduce teachers’ feelings of being overwhelmed, and better facilitate learning. In addition,
frequently co-occurring strategies and activities could
be coupled with those that are less used (e.g., writing).
An observational study (Wakabayashi et al., 2020) used
a checklist adapted from the Essentials Pre-K (MAISA-GELN, 2016) document and results mirror those of
the current study. The checklist assessed teachers’ level
of implementation of each strategy as meets or exceeds
expectations, meets expectations with reservations, or does
not meet expectations. Morning message integrated a
large number of high-quality literacy practices including literacy artifacts, extended conversations, and teaching letter names/sounds/formations. The lowest quality
instructional practices were interactions around writing
and read alouds with reference to print. The findings
from this observational study, along with the current
study present important information for consideration
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as we work to better understand what elements of
literacy instruction are being implemented and those
practices that need improvement. This is particularly
true in light of the guidance provided in the Essentials
Pre-K document (MAISA-GELN, 2016) that states,
each of the 10 practices should be carried out every day
in preschool classrooms. Considering the findings from
these two studies, examples of professional development topics might include instruction related to implementing playing with sounds inside of words (Essential
4) or how to incorporate interactions around writing
(Essential 6) Interactions around writing.
This study presents information that morning messages
may be more beneficial, regarding literacy promoting
activities, than previously thought. These results can
also inform program administrators as they design
professional development for their teachers. A critical
step for administrators is to ensure there is time in
the professional development calendar for teachers
to be trained in each of the 10 instructional practices
included within the Essentials Pre-K document (MAISA-GELN, 2016).
Implications for Policymakers and Program
Administrators
The National Governors Association (NGA, 2013)
published a report outlining research-policy gaps to
promote children’s literacy outcomes stating that: 1)
starting at kindergarten is too late; 2) reading proficiency requires a set of interrelated skills and knowledge that are taught and cultivated over time; and 3)
parents, primary caregivers, and teachers have the most
influence on children’s language and literacy development. This study may inform state-level policymakers
about early literacy practices prior to kindergarten.
That is, how do preschool teachers in high-quality
state-funded preschools, without specialized training
in early literacy, promote early literacy, and where gaps
in strategies may lie. In addition, as more and more
focus is placed on early literacy at the preschool level,
in response to the pressure of the third grade reading
law, results from this study can serve as a baseline for
later evaluation work related to preschool early literacy
practices.
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Limitations
One of the limitations of this study is that the data was
collected from a small sample of classrooms. Data was
collected from only four classrooms across Michigan.
While this is a limitation, it is also a benefit. That is,
the small size of our sample allowed us to collect thorough and rich data, spanning three time points across a
whole school year.
Our sample selection was the result of this study being
a part of a larger statewide evaluation. The classrooms
were from state-funded preschool programs, with
teachers that had earned at least a bachelor’s degree in
early childhood education, but they had no specific
training in early literacy. If we included other program
types with less educated teachers, the results may have
looked quite different. This is left for future research.
We also chose to use predetermined codes in our analysis. If an inductive coding method were used instead,
we may have found additional strategies that are not
part of the Essentials Pre-K (MAISA-GELN, 2016).
However, our focus was on examining teachers’ use of
research-supported strategies only.
Using video recording to capture teacher behavior has
many advantages, one of the biggest being you can
review the content over and over again to ensure all
the details of an interaction have been captured and
checked for understanding; however, there are also
limitations. The camera lens is only so wide, likely there
were literacy promoting activities happening off camera
in many of the classroom visits that were not captured.
It is also important to consider that during various
parts of the daily routine, it is harder to capture all the
activities that are taking place in an early childhood
classroom, in particular during child-initiated freeplay
time both inside the classroom and outdoors. For this
study, we chose not to include these parts of the daily
routine, but very likely literacy activities were taking
place during free-play times, as well.

Final Thoughts
Introduction of the third grade reading law has
increased pressure on teachers and parents to ensure
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children are ready for kindergarten and an unprecedented urgency to produce successful readers by third
grade. Our findings surrounding the morning message
imply that literacy promoting instruction can be readily
implemented and integrated via playful interactions;
instruction need not be an increase in worksheets and
desk work or more intense literacy-focused instruction
added to the preschool daily routine. Capacity building
in research supported literacy promoting strategies may
be, thus, a matter of focused professional development
that fills the gap in current practices, that is, a need for
more activities that emphasize playing with words and
age-appropriate writing. It also must build on what
teachers already intrinsically do, such as the morning
message.
Overall, if Michiganders are seeking increases in the
percentage of proficient readers in the state, Pre-K
teachers need to be equipped with the “literacy armor”
that ensures children are on a trajectory to be successful. The morning message may be a promising venue
for that armor to shine. Morning message may be a
“magical” time. This study suggests that the combination of its transitional purpose and literacy-rich content
may be more beneficial for young children’s literacy
development than previously thought.
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Virtual Literacy Coaching: A Response to
Time, Space, and Resources
by Kim Peters
In March of 2020, literacy educators’ sense of normalcy was shaken when local schools closed due to the
COVID-19 pandemic. Also in March of 2020, just
weeks before the announcement, I accepted a position
as a literacy coach through a rural educational service
district (ESD). As schools began responding to the pandemic, I began the process of shifting my identity from
a teacher to a literacy coach. Questions of instructional
uncertainty plagued my conversations with teachers,
administrators, parents, students, and community members as I entered unfamiliar territory. I wondered, could
my position exist virtually? Would literacy coaching be
as effective in a virtual format? How could I build relationships with teachers in a virtual setting? Embracing
the uncertainty, I decided to grab hold of the challenges
and step forward with grace and flexibility. This article
will explore my journey into a world of virtual literacy
coaching, through both necessity and intrigue.

Virtual Literacy Coaching
It is no secret that professional learning for teachers is
a billion-dollar annual industry (Kraft et al., 2018, p.
2). With this level of investment, professional learning
models are under extensive pressure to produce results.
Research supports a job-embedded approach to active
learning, while also developing teacher’s knowledge
over a sustained period of time (Kraft et al., 2018).
Literacy coaching is a well-known model for improving
teacher instruction (Byinton & Kim, 2020; Vikaraman
et al., 2017; Wetzel et al., 2020) as it supports both
job-embedded practice and extensive learning overtime.
Virtual literacy coaching has become increasingly
popular as districts have responded to educational
needs during the COVID-19 pandemic (Ippolito et
al., 2021). Emerging research suggests that virtual
coaching is just as effective as in-person coaching
(Kraft et al., 2018), however the transition to a virtual
platform requires careful planning. Constant redesign
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of professional learning is necessary to consistently
increase teacher performance while also building collaborative relationships focused on reflective practices
(Bates, 2015). Virtual literacy coaching fits this model
while promoting teacher agency and reflexivity. Agency
and reflection are primary components of the adult
learning process (Cox, 2015), and coaches can support
both through the use of video and a virtual platform.
Virtual literacy coaching relies on the use of video. Athletes use video all the time. They record and carefully
watch their physical performance. They select areas to
improve based on video footage. Watching the video,
beside a coach, athletes are able to see the difference
between perception and reality, while also highlighting
areas of focus. Why should teachers be any less engaged
in their instructional performance? These same strategies have potential to build a teacher’s awareness of the
quality of their literacy instructional performance.

Our ESD’s Journey to
Virtual Literacy Coaching
Before COVID-19 closures, our rural ESD employed
a single literacy coach. They were already in the process of exploring ways to maximize the coach’s time
with teachers, while also accounting for over the 2,000
square miles of rural distance to travel between schools.
In an effort to balance the demands of time, space, and
resources, the ESD began researching the use of video

Michigan Reading Journal

Kim Peters

collaboration platforms and asynchronous communication options. Due to both luck and strategy, this ESD
was ahead of the pandemic curve. Even before the fall
of 2020, the ESD initiated a plan to introduce virtual
literacy coaching to improve literacy instruction for the
many school districts they served.
Building Support
Our ESD’s next steps to implementing virtual literacy
coaching included promoting the program, sharing the
research behind it, and gaining interest. My coaching
partner and I met with building principals to understand school-wide initiatives and ensure our literacy
coaching would support specific building goals. To
increase buy-in, we aimed to create excitement around
this new process of job-embedded professional learning.
We marketed it as a teacher-led and supportive process
during a time when teachers needed grace and flexibility. In an effort to promote teacher agency, participation was encouraged but completely voluntary. Within
this coaching structure, we asked teachers to choose
goals that were meaningful to them, which promoted
a sense of ownership and purposefulness. During one
pre-coaching conversation a teacher explained why she
chose to participate: “I just haven’t gotten any feedback.
So, I’m nervous that I’m getting comfortable in the
wrong sort of habits. To me, everything seems to be
going well, but I would like an outsider’s perspective
on whether it really is going as well as it could be.” This
teacher knew that, as teachers, we can get comfortable
in our ways and miss opportunities for growth. How do
you know if you are doing it correctly without feedback?
Embracing Video
When it was time to begin videorecording, there was
a hint of hesitation. Videorecording is a process where
reality and perception meet. Reality might differ from
what is perceived, and that can be uncomfortable. In
a pre-coaching conversation, one teacher expressed a
concern that their video may be used during an evaluation or as evidence of poor teaching practices. For
this reason, we emphasized confidentiality and the
importance of a non-evaluative coaching relationship.
My coaching partner and I did not bring judgment into
our conversations; we met teachers with praise, encour-

agement, questions, and suggestions. Additionally, we
operated under the premise that adult learners need to
be in control of their learning (Cox, 2015). We held
the belief that professional learning needs to be valuable
and relevant to the individual being coached. During
this process the teacher was in the driver’s seat and we
were in the passenger seat. Some teachers recorded multiple lessons before deciding to share a portion of their
first one. Once they submitted their first video, it was
our responsibility to engage them in authentic professional learning and encourage more participation.
Ultimately, teachers found the use of video helpful. In
a feedback survey, one teacher noted that they gained,
“a deeper reflection of my teaching and practices.”
Another teacher noted, “Watching myself on camera
and changing the way I do things was a huge help.”
Video allowed us to support teachers, even when we
could not meet in person. In fact, using video led to
some additional advantages. While coaches typically
observe face to face, that additional bodily presence can
be distracting or increase a teacher’s level of discomfort.
Choosing a Platform
When exploring digital technologies for coaching,
there are a wide array of tools that can support teacher
and coach collaboration (Leighton et al., 2018). Our
ESD partnered with a digital platform called Sibme,
which allows teachers to upload their videos, so literacy coaches can leave timestamped feedback and
collaborate with teachers on the discussion board. We
were able to carry on asynchronous conversations and
pinpoint specific moments in classroom instruction
that could be enhanced. The timestamped feedback
feature proved to be one of the most valuable methods
of our virtual coaching model. The timestamp feature
allows you to pause in the exact moment and highlight successes or add in additional resources directly
to the lesson. When viewing the video for the first
time, I chose to withhold my initial noticings from the
comments section. Allowing the teachers to comment
first and ask questions around their lesson, provided
me with a lens for viewing their video. By using this
approach, I could better meet their professional goals
and respect the knowledge that they bring to the lesson.
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Leveraging Asynchronous Reflection
Teachers and coaches are busy. It is common knowledge
that a teacher’s schedule is filled with both spontaneous and planned learning. Finding time to schedule
an observation and a follow up coaching session can
be extremely difficult (Leighton et al., 2018). This
asynchronous format also allowed us to connect with
teachers on their own schedule. We were no longer
bound by synchronous appointments before school or
during lunch time.
Additionally, asynchronous reflection eliminated the
need to reschedule due to the loss of a planning period
or a student emergency. Asynchronous communication
also provided flexibility, which compliments the ways
in which the pandemic has heightened teachers’ busy
schedules.
Initially, teaching from our homes presented its own
challenges: classroom interactions, families to care for,
pets to keep track of, and full-time jobs to maintain. As
our schools and communities reopened their classrooms, this asynchronous format provided a new level
of collaboration. Our reflective conversations took place
during sporting events, during evening hours, or while
we were relaxing in front of the TV. The flexible nature
of asynchronous communication increased opportunities to collaborate and grow.
The benefits of asynchronous communication for a
literacy coach extend beyond a time management
perspective. As a coach, the use of video allowed me
to pause, re-watch, and thoughtfully link additional
resources for learning. The classroom is a fast-paced
environment, where opportunities for learning in
the moment can pass right by. If we are bound to a
face-to- face coaching session, there is potential to
miss excellent opportunities for sharing important
resources. In this model, we can pause and do some
research. We can respond thoughtfully and prepare
resources that match the teacher’s line of questioning. Thinking extensively about each moment in the
lesson, from multiple perspectives, allows coaches
to highlight several goal areas within a single lesson
observation.
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Collaborating via Synchronous Sessions
Coaching cycles generally follow some type of pattern
which encourages both planning and reflecting conversations. In our ESD, we begin collaboration with
a pre-observation discussion, followed by a recorded
lesson, asynchronous discussion, and a final synchronous meeting via a virtual platform to reflect on previous learning and plan for the next cycle (Walpole and
McKenna, 2010). Cycles typically take place within one
to two weeks and teachers will voluntarily participate
in four to six cycles of coaching. As stated previously,
it can be challenging to find the time to schedule an
in-person observation and a follow-up coaching session.
A synchronous virtual platform provides flexible scheduling and still allows for sharing resources and a deep
discussion around learning (Leighton et al., 2018).
Throughout this coaching model, reflection is at the
heart of all interactions. While video and asynchronous
collaboration can account for a portion of a coaching
cycle, it is important to follow up learning with a synchronous coaching conversation to process and develop
teacher reflexivity. Synchronous conversations allow for
an opportunity to highlight teacher goals and support
new learning through a reflective conversation model,
such as those provided by Cognitive Coaching (Costa &
Garmston, 2019). Taking into account the pandemic and
travel time, the ESD opted to maintain a synchronous
virtual platform for coaching conversations. We met with
teachers synchronously via Zoom to review video reflections and build in additional reflective thinking.
We found that by allowing teacher agency in the lessons
they chose to share and giving them space to record,
we were creating a learning environment which supported agency, collaboration, and reflexivity. As part of
the reflection process, a teacher stated, “Reflecting on
my teaching has made me take the time to stop and
think about what I feel good about and also things to
improve upon. I found that I was doing things that I
didn’t even know I was doing! This experience has been
very positive from beginning to end!”
Turning the Tables
I could see this amazing practice changing the way
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teachers thought about professional development, but
I was only a part of it from an outsider’s perspective.
How could I advocate for a professional learning
method that I did not take part in myself? Feeling vulnerable, I asked my mentor to go through a recorded
coaching conversation and provide me with feedback.
Being new in my position, I understood the impacts
of effective and ineffective literacy coaching. Effective
coaching can significantly improve a teacher’s instructional results (Leighton et al., 2018). I wanted to make
sure that my coaching conversations were efficient,
encouraging, reflective, nonjudgmental, and resourceful. With a teacher’s permission, I shared a recorded
coaching session to the virtual platform, just as the
teachers had. After submitting my video, just as some
teachers had expressed, I nervously awaited feedback.
It wasn’t until my coaching partner connected with
me in a positive way around the video that I was able
to begin thoughtfully reflecting. My coaching partner
and I reviewed the session, minute by minute, and
used the time-stamped feedback feature to have an
asynchronous conversation around my noticings. My
coaching partner replied with positive, constructive
feedback. She attached resources to my video, which
helped me better understand the coaching process,
including conversation maps that I could use in the
future. I could visualize myself growing into my new
position. This process felt right and validated the
work we were doing. My coaching partner and I have
continued this type of collaboration when we have
struggled or when we sought opportunities to grow.
Most importantly, now we bring to each coaching
session a culture of reflection and accountability and a
desire to improve.
Making Digital Connections
Many educators are comfortable using social media
applications for communication and video sharing,
so taking advantage of this digital mode for teacher
learning was a natural progression. When I first began
this journey, my biggest concern was building relationships with teachers in a virtual setting. Coaching is a
relational process that requires trust and rapport (Kraft
et al., 2018). Therefore, we wanted to create a digital
space where trust and collaboration could take place.

Providing a virtual space for collaboration was well
accepted within the schools that we began working
with. While the ESD provided both an iPad and mic
for participating teachers, some teachers opted to
use their phones or desktops for the majority of their
communication. Teachers were already using social
platforms such as Facebook, Linkedin, and Twitter to
build peer networks for collaboration (Leighton et al.,
2018). To build upon this networking momentum, we
harnessed the power of collaboration through Sibme’s
digital platform and mobile app. We spiced up our profiles with pictures, shared getting to know each other
videos, and commented in large groups. We built a network, across districts, with a common literacy initiative.
This has become a new professional network to support
educators in their literacy journey.
Prioritizing Equity
How can we have a conversation around literacy education in today’s culture without discussing equitable
learning opportunities? The issue of equity should be
at the heart of every educational decision and policy,
which is why I critique the ideology of traditional literacy professional learning, juxtaposing it with the virtual
literacy coaching model. Looking at the ideology of
current professional learning models, there are many
tenets that call for a critical examination: access and
funding for professional learning, the use of asynchronous models, and traditional modes for learning which
are not inclusive of technology.
Literacy coaching has supported teacher learning and
growth for years, however many districts struggle to
allocate funds to support a full-time literacy coach.
One cost analysis estimated that literacy coaching costs
$3,300 to $5,200 per teacher (Knight cited in Kraft et
al., 2018, p. 548). As a result, smaller or less funded
districts often have to be more innovative to achieve
instructional gains. Virtual literacy coaching can serve
multiple teachers from various districts, accounting
for time, space, and limited resources (Leighton et al.,
2018). Smaller schools, which rely on their teachers to
fill in during low staff situations, are typically less likely
to participate in coaching due to time constraints.
These time constraints have only increased during the
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pandemic, where districts are facing substitute teacher
shortages (Lambert, 2021). Asynchronous virtual
literacy coaching opens the door for teachers to work
around their own schedules in understaffed districts.
Traditional models for professional learning rarely
account for different modes of learning.

Final Thoughts
Literacy coaching is a highly effective professional
learning model. While districts are strapped to find
ways to increase their coaching capacity, the pandemic
has encouraged us to leverage digital tools to meet
school districts’ demands of time, space, and resources.
We have learned a great deal about virtual literacy
coaching over the past few years, but there is still a great
deal more to learn. Educational stakeholders, policymakers, and researchers can explore the efficacy of
virtual literacy coaching as a high-quality and costeffective model for improving literacy instruction.
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Integrating Cognitive Coaching and
Instructional Coaching

For many PK-12 educators and administrators, the
past two and half years have been hard. Really hard.
The COVID-19 pandemic has been incredibly challenging, on so many fronts. Although we’ve entered
another school year, which holds new promise, many
of us are still processing and managing the pandemic’s
ripple effects. To use Brown’s (2021) phrase, many of
us remain “blown”—as in exhausted, overly stressed,
and overwhelmed.

It has been said that effective teaching often looks like
cultivating the space and skills to learn, and then getting out of the way. The same can be said for effective
coaching: if our intention is to maintain and support
teachers for the purpose of ensuring student growth,
then a coach is intended to be a vehicle for, not a driver
of, increasing teacher effectiveness.

If someone had asked us before the global COVID19 pandemic what we were doing to foster hope
and encourage possibility in our work with K-12
teachers, we would have likely shared how each of
us, in our various K-12 and higher education roles,
has used cognitive and instructional coaching to
support teacher growth and student learning. Now,
more than two and half years since the start of the
global COVID-19 pandemic, although we would
still answer this question the same, we’d also explain
some key differences between our experiences with
pre-pandemic coaching and the work we now find
ourselves doing and how that learning informs our
work moving forward.

Our training and experience is rooted in Costa and
Garmston’s (2019) Cognitive Coaching. This model
focuses on self-directedness and is a “nonjudgmental
process of mediation,” not intended to necessarily
change humans’ behaviors but, rather, to attend to their
internal thought processes. Instead of acting as collaborator, consultant, or evaluator, Cognitive Coaching puts
the coach firmly in the role as a mediator of thinking.
In a K-12 setting, a Cognitive Coach invites teachers
to analyze a problem and develop their own tools and
strategies to solve that problem. Within this model,
rather than becoming dependent on the coach, the
goal is for teachers to become increasingly empowered
and self-directed, making them more likely to apply
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their new pathways of thinking to other situations and
students they encounter.
And yet, while we understand and have seen the power
of Cognitive Coaching (Costa & Garmston, 2019),
pre-pandemic we often found ourselves defaulting to
an ambulatory mode of coaching (Brown & L’Allier,
2020). In this mode, we found ourselves often sidetracked by the urgency of day-to-day concerns, rather
than living into our intentions of prioritizing initiatives
around coaching cycles and learning labs. According
to Brown and L’Allier (2020), when coaches do not
live out their values through the use of their time, they
may feel short-term success, but, overall, they lose the
impact of their work and ultimately sacrifice long-term
teacher and student growth.
For example, a study of coaches working with Reading
First grants revealed that assigned coaches spent, on
average, only 28% of their time working with teachers
(L’Allier, Elish-Piper, Bean, 2010). This statistic is further complicated when we examine earlier research by
Yoon, et al. (2007) and Desimone (2009) who suggest
that it takes fourteen to twenty hours of teachers’ professional learning to make a real, long-term impact on
their instructional practice. This means that as coaches
we must actively prioritize the meaningful, collaborative work that happens alongside and directly with
teachers. Even though we knew this, in the busyness
of serving teachers and their students alongside district
and other professional demands, it was sometimes hard
to ensure that our time and our values aligned in our
coaching work. Then, the COVID-19 pandemic hit.

Shift from the Performance Zone
to the Learning Zone
In his TED Talk, “How to Get Better at the Things You
Care About,” Briceño (2016) lays out the concept of
the “Performance Zone” versus the “Learning Zone.”
Briceño explains the frustration many of us feel when
we don’t see improvement in an area of our lives we
care about, whether in work, personal relationships,
or hobbies. The problem, Briceño says, is that we
spend too much of our time in the performance zone,
namely the high-stakes environment of execution where
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mistakes are avoided and mastery is required, and not
enough of our time in the learning zone, which is a
“low-stakes island” where mistakes are a gateway to
growth, pausing to practice is expected, and vulnerability is a given.
For many educators, teaching during the COVID-19
pandemic created an extended, never-ending performance zone. Constant laments about learning loss
and “catching kids up,” coupled with COVID-19
precautions and the reality of supporting quarantined
students has been exhausting and overwhelming. This,
in part, has led to that “blown” reality Brown (2021)
describes. And yet, this permanent occupancy inside
the performance zone isn’t just tiring, it’s unsustainable. We would never expect athletes to solely perform,
neglecting opportunities between contests to practice,
reflect, and rest. And yet, that’s what is expected of
educators.
Our shift as coaches working during a COVID-19
pandemic has been to actively find and creatively
seek ways to create “low-stakes islands” for teachers,
namely intentional opportunities to leave the stress of
the performance zone to reflect, admit struggle, take
a breath, and remember their “why” for teaching. In
doing this work, we’ve been able to move away from
some of the pitfalls of ambulatory coaching (Brown
& L’Allier, 2020). Moreover, we’ve continued to draw
on tenets of Cognitive Coaching (Costa & Garmston,
2019) to ensure that we remain engaged in meaningful, teacher- and learner-centered coaching. To show
what this looks like in practice, in the following section
we share three low-stakes island approaches Dana and
Kathy have implemented. This work has resulted in
intentional and do-able coaching opportunities for
K-12 teachers to spend more time in the learning zone
(Briceño, 2016).

Low-Stakes Island #1: Any-Way-We-CanMake-It-Happen Observations
We have long found DeFrance, Broadwell, and
McDougall’s (2016) learning lab model, namely classroom observations embedded with intentional group
reflection before and after the visit, to be one of the
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most effective forms of teacher professional learning.
Valued by teachers for its practical implications and
collaborative nature, learning labs have been a focus
and a priority of our coaching work for several years.
And yet, they have been almost impossible to facilitate
since March of 2020, due to COVID-19 protocols,
the substitute teacher shortage, and the inherent challenges associated with student and staff absences due
to illness and quarantines. Thanks to the COVID-19
pandemic, any professional development activity
requiring pulling teachers from classrooms and hiring
several substitute teachers continues to be canceled or
postponed.
In our efforts to creatively problem-solve how to continue providing this important learning lab experience
(DeFrance, Broadwell, & McDougall, 2016), we have
continued to use the structure of a learning lab (i.e.,
goal setting, classroom observation, reflection time
with the host teacher afterward), but now focus on
one teacher at a time, with one coach subbing in the
classroom and the other coach co-observing with the
teacher. For example, Kathy partnered with a brandnew second grade teacher to co-observe a veteran in
another building for one hour, while Dana played the
role of substitute teacher. Then, Kathy facilitated a
post-observation reflection and debrief with the brandnew second grade teacher during the teacher’s planning
period. Prior to this meeting, Kathy invited the host
teacher to respond to questions generated during the
observation.
Another time, Kathy subbed in a Kindergarten class
while Dana accompanied a veteran who was new
to that grade-level to co-observe the kindergarten
class next door. In the midst of the observation, the
teacher leaned over and shared with Dana, “This is
just so energizing and helpful to see this instruction. I
really needed to see this in-action.” Without coaches
to facilitate this work, these types of observations
and intentional, facilitated debriefs wouldn’t happen.
Although literally a next-door colleague, the impact
of that peer observation cannot be underestimated —
this teacher needed the opportunity to spend time in
their learning zone.

Low-Stakes Island #2: Feed-Them-AndThey-Will-Come Lunch and Learns
Continuing to search for creative ways to provide
opportunities for growth and conversation, Dana and
Kathy also created “Lunch and Learns.” We advertised these optional monthly learning opportunities
via email and invited teachers to participate and
minimized the stress of a working lunch by bringing
in pizza or sandwiches, funded through our central
administration’s budget, directly to buildings during
staff lunch hours.
During the 2021-22 school year, we both used this
“Lunch and Learn” format to host book studies and
thereby create organic opportunities for teachers to
shift into their learning zones. Teachers were asked to
prepare for these monthly sessions by reading a section
of the book ahead of time. As coaches, we facilitated
separate conversations between colleagues in their
buildings to discuss what was read, including how
these ideas connected to participants’ pedagogy and
practice. After spending time in their learning zones,
teachers utilized the upcoming weeks to apply what
they considered and discussed before coming back
again to the next “Lunch and Learn” to further engage,
reflect, and process.
Throughout the year, participants often mentioned how
manageable it was to read one small chunk at a time in
preparation for these meetings, generally one chapter
each month. A bit of a surprise for us, as coaches, was
the progression of a grassroots movement since starting these sessions. The original “Lunch and Learn”
participants began talking about their learning with
their colleagues, and, in turn, these colleagues asked
to be included. What began as a low-stakes learning
and coaching opportunity grew into multiple book
studies that included teachers across the district. Even
more exciting was that the students in these teachers’
classrooms were also benefactors, thanks to the adjusted
instruction and renewed energy of their teachers. As
a result of its success so far, this pandemic-inspired
practice is one we plan to continue to utilize moving
forward. This model also demonstrates how coaching
supports teachers’ empowerment and self-direction.
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Low-Stakes Island #3: MeetThem-Where-They’re-At Coaching
Conversations
While coaching cycles and coaching conversations
(Brown & L’Allier, 2020) are not a new practice, the
nature of these conversations needed to be adjusted as
a result of the COVID-19 pandemic. These conversations looked and sounded different when many teachers
were struggling with varied instructional modalities and
meeting students’ increased needs. In some cases, teachers were trying to navigate additional personal challenges while others were questioning whether or not
to stay in the profession. The past two and a half years
have made clear that coaching conversations need to be
centered on supporting teachers, wherever they’re at.
For example, when a teacher asked Dana to meet in
order to discuss the design of a new elective, she found
herself also coaching and walking alongside this teacher,
who was a new mom, as she struggled to navigate the
complications of sick days and sick kids. Addressing
and supporting this teacher’s immediate need related
to childcare and challenges associated with illness were
an important component of this coaching experience.
It would have been futile to invite this teacher into a
learning zone without first acknowledging and showing
empathy for the stickiness of her current reality.
Another example of intentionally meeting teachers where
they’re at was evident in Kathy’s coaching collaboration
this past year with a first-year Kindergarten teacher.
Pre- pandemic, Kathy’s conversations with this teacher
would’ve likely centered on supporting this teacher’s
learning zone by facilitating conversations related to
explorations of grade-level scope-and-sequence as well
as curricular expectations. However, it became clear in
initial conversations that this beginning teacher was dealing with a revolving door of absent learners while also
managing some of her own health challenges. As a result,
Kathy decided that the best way to create a learning
zone-centered coaching relationship was to identify and
start with this teacher’s most immediate concerns.
First, for Kathy, it was important to acknowledge
that this was an especially tricky situation. As a result,
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rather than traditional professional development, what
was most helpful for this new teacher was focusing on
human connection. This included providing modeling
of lessons and ensuring that this teacher had an opportunity to observe a veteran. Had Kathy started by piling
on new information, it would have overwhelmed this
teacher more — what she needed was someone to come
alongside her, acknowledge the difficulties, and provide
tangible examples connected to practical applications.
Using our instructional and Cognitive Coaching skills,
and leaning in as listeners committed to our colleagues’
well-being, these conversations weren’t necessarily
advice-giving conversations or embedded with temporary tricks used by a motivational speaker. Rather,
Kathy and Dana intentionally chose to first listen to
teachers, while also naming and acknowledging their
current situations. When this happened, we were more
likely to build pathways toward greater resilience and
endurance as we invited teachers to shift from their
performance zones to learning zones.

Cultivating Hope and Possibility
Through Low-Stakes Islands
In each of these examples, Dana and Kathy intentionally created a “low-stakes island” (Briceño, 2016)
coaching experience that offered teachers opportunities
to move from their performance zones to their learning
zones. When this happens, teachers are invited into
spaces of hope and possibility, so what they do and
how they think expands beyond the present moments.
Although some of these experiences were revised or
redesigned as a result of the COVID-19 pandemic,
each practice and approach remained centered on
teachers’ learning and growth as well as their students’
learning and development.
As we move beyond this global COVID-19 pandemic,
we see a value in continuing to invite teachers into
their learning zones. To do so, we must embed our
instructional coaching with low-stakes islands where
mistakes are okay, pausing to reconsider practice is
expected, and vulnerability is a norm. While these
ideas and suggestions may need to be adjusted based
on individual coaches’ contexts and teachers’ needs, the
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goal of implementing low-stakes islands as part of one’s
instructional coaching repertoire is centered on creating
and sustaining intentional opportunities for teachers to
spend time in their learning zones.

Where We Go from Here
The COVID-19 pandemic and its repercussions have
forced many K-12 teachers to operate in survival mode.
As a result, they have not had the capacity or time to
dive into pedagogical books, participate in sustained
learning labs, or engage in data dialogues without first
naming and discussing stresses and worries. That said,
these initial conversations about teachers’ immediate
needs and concerns can serve as initial connection
points which can then lead to a foundation for instructionally-based, pedagogically-focused coaching conversations and relationships. Just like students who need
breakfast before they start their school day, a teacher
is less likely to be able to discuss, for instance, their
methods of gradual release until first acknowledging the
immediate and pressing realities they’re experiencing
and grappling with, whatever those may be. Afterall,
teachers are humans first and educators second.
Born out of our own experiences and reflective of a
collective desire to see K-12 teachers and their students thrive, moving forward we see great promise
in the use of low-stakes islands as an integral part of
an instructional coach’s repertoire. As we think about
where we go from here, an important resource we see
aligned with our commitment to coaching excellence is
Aguilar’s (2018) book, Onward: Cultivating Emotional
Resilience in Educators. Though published pre-pandemic, Aguilar provides a guidebook and specific steps
that have encouraged us to embed low-stakes islands in
our work as instructional coaches and educators. In her
introduction, she writes, “In the majority of schools,
what’s needed isn’t more professional development
on deconstructing standards or academic discourse or
using data to drive instruction. What’s needed is time,
space, and attention to managing stress and cultivating
resilience” (p. 5). Like Aguilar, we have found that lowstakes islands invite teachers into their learning zones
which then affords space to hold still, reflect, return
to the “why,” and set intentions around mindsets and

actions. These intentional actions serve as gateways to
creating deeper, long-term coaching relationships as we
partner with teachers to move toward greater hope and
new possibilities.
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This article is part of a series devoted to unpacking
disciplinary literacy instructional practices for educators
at all levels. While the Essential Instructional Practices
for Disciplinary Literacy in the Secondary Classroom have
been written with secondary educators in mind, key
researchers throughout the state continue to encourage
elements of disciplinary literacy instruction in pre-kindergarten and elementary classrooms, especially when
considering the Michigan Revised Teacher Certification Structure. Because preservice teachers can now
select from five intentionally overlapping grade bands
(Birth-K, PreK-3, 3-6, 5-9, and 9-12), “we find ourselves at an optimal time to re-examine expectations
for both educator preparation coursework and teachers’
instructional practice” (Williams & Gabrion, in press).
Throughout this series, we will examine disciplinary
literacy instruction in several content areas and also
discuss the critical role that literacy and instructional
coaches play in supporting the implementation of disciplinary literacy instructional practices.

Purposeful Literacy Instruction:
Engaging Our Future Global Citizens
From the Glossary of the Essential Instructional Practices for Disciplinary Literacy, literacy is identified as “a
collection of cultural and communicative practices that
use some form of a symbol system to communicate
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meaning, along with a technology to produce and
share it” (MAISA GELN DLTF, 2021). These practices are shared among members of particular groups,
referred to as discourse communities, and each community has its own unique approaches to problem
solving, reading, writing, thinking, and speaking. In
fact, “[e]ach of us belongs to a number of discourse
communities. We may belong to particular religions or
churches, to trades or professions, to political organizations, to belief systems, family groups, sporting
affiliations and so on. Each affiliation carries its own
language rules” (Little et al., 2003).
Academic disciplines also function as discourse communities with their own vocabularies, tools, and literacy
practices. Apprenticing students into the unique practices of the different disciplines thus requires teachers
to consider the language, skills, and tools needed to
successfully master content. As Fang and Coatoam
note, “In a disciplinary literacy model, [...] students are
expected to use specialized literacy skills, strategies, and
practices to engage in disciplinary learning and socialization” (2013). In essence, this model provides students
entry into various discourse communities by preparing
them for increasing textual, vocabulary and reasoning
demands within and across content areas while engaging
them “in relevant, authentic learning experiences that
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leverage student choice and voice and build on their
existing competencies” (Gabrion et al., 2020).
Perhaps most importantly, adopting a disciplinary
literacy model of instruction can “enable [students]
to better negotiate the literacy demands of their lives”
(Rainey et al., 2020), and because of this, disciplinary
literacy instruction equitably equips students with the
tools necessary for a wide range of pathways. Regardless of which career path students choose, it is essential
for them to be thoughtful consumers of information,
clear communicators, and creative problem solvers. In
this sense, adopting a disciplinary literacy approach is a
commitment to equitable education for all students.

Disciplinary Literacy and English
Language Arts: A Snapshot
In English Language Arts classes, students can begin
the process of learning to think, know, and create in
ways similar to journalists, literary scholars, editors,
authors, poets, and speech writers–some of the many
disciplines embedded within the English Language
Arts. Although disciplinary literacy instruction is often
situated in secondary classrooms, “even very young
children can engage in [...] disciplinary practices and
benefit from doing so” (Cervetti, 2021, p. 346). In
pre-kindergarten and elementary classrooms, students
think, know, and create as they become “published”
authors of stories. Whether the writing is interactive or
individual, teachers guide these young scribes as they
develop characters, settings, and plots and become
well-versed in the academic vocabulary of narrative
writing. As youth move into the secondary grades, this
work becomes more complex and layered as students
engage with a wider range of texts and reading and
writing practices.
What are some other ways of thinking, knowing,
and doing within the disciplines of ELA that students might explore and learn? Rainey et al. (2020)
addressed this question with respect to literary analysis
and scholarship, looking for patterns of practice in the
work of several literary scholars. They found that “[l]
iterary scholars seek patterns within and across texts,
consider histories of use and other contexts, generate
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literary puzzles to pursue, and recursively construct
meaning, guided by their goals to develop literary
interpretations (Rainey, 2017; Reynolds & Rush,
2017).” In this context, students tackle the work of
literary scholars when they search for motifs across
text sets and generate their own answers to essential
questions. For example, across multiple units, students
might explore how different authors use a range of
symbols to represent motifs of dualities (e.g., good and
evil, life and death) across multiple genres (short story,
novel, poem). They then might engage in the development of their own literary work taking up these
specific literary practices.
The work of editors, in particular their unique ways
of thinking, knowing, and creating in the process of
editing, provides additional examples of disciplinary
literacy practices that students can explore and develop.
For editors, who belong to a discourse community that
values organization, precision, and clarity, their ability
to evaluate authors’ language in terms of how well it
matches the overall purpose of a piece is critical. For
example, copy editors for newspapers are (necessarily) sticklers for adherence to style guides and concise
language. In contrast, editors of romance novels for
a particular publishing house will value descriptive,
evocative, and sometimes even “steamy” language. In
sum, editors must be masters of matching language to
purpose, which is a skill we can develop by offering
multiple opportunities for students to craft their own
writing and evaluate others’ writing in terms of matching language to purpose.
Educators across Michigan are already engaged in
disciplinary literacy practices with varying levels of
depth and frequency. For example, we often hear
teachers at all levels referring to their students as readers
and writers. This approach is essential to developing
students’ identities as readers and writers and can begin
with our very earliest learners. Another way educators
exemplify disciplinary literacy approaches is by highlighting the various career possibilities for students that
involve reading and writing, in addition to naming the
importance of developing students’ literate identities
for pleasure and purpose in adulthood. Finally, English
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Language Arts educators are supporting students’ literacy development by explicitly naming and modeling
the types of knowing, thinking, and doing expected of
students within a particular task.

Getting Started with
Disciplinary Literacy
Undoubtedly, while some of the above examples will
reflect current classroom practices, it is worth noting
the abundant materials available to help educators
increase the frequency and depth of implementing
the ten Essential Instructional Practices. Reading
through the English Language Arts section of the
Essential Instructional Practices for Disciplinary Literacy
in the Secondary Classroom is surely the best place to
start, but the GELN Disciplinary Literacy Task Force
web page offers several additional resources that can
support continued investigation, including an Introduction Tool for first time users of the document. The
Disciplinary Literacy Task Force also provides inexpensive and, due to the current context, virtual professional learning opportunities. Considered a staple
for those entering into this work, the Introductory
Institute will be offered multiple times in 2022; it provides participants with a foundational understanding
of the Essential Instructional Practices document. The
Deeper Dive Institute is currently offered once a year
and, as its title suggests, invites participants to engage
in collaborative inquiry cycles as they further explore
the Essential Practices related to problem frames,
texts, reading practices, discussion and discourse, and
assessment.
In addition, the group offers a course in conjunction with Michigan Association of Secondary School
Principals (MASSP) called Disciplinary Literacy for
Secondary Leaders (administrators, instructional
coaches, and curriculum directors) and a book study
for middle school leaders in collaboration with Michigan Elementary and Secondary Principals Association
(MEMSPA). The professional learning flyer is available
on the Task Force web page for those interested in registering for one or more events, and all educators are
encouraged to sign up for our mailing list to receive
our quarterly newsletter. Finally, to simply engage in

timely conversations around disciplinary literacy, we
urge interested educators to follow us on Twitter (@
GELN612Literacy) and to check out our quarterly
blog: Exploring Disciplinary Literacy.

Going Further and Sustaining the Work
After preliminary exploration of disciplinary literacy
and the Essential Instructional Practices, we suggest a
few different ways to enhance and sustain disciplinary
literacy instruction in classrooms and buildings.
Members of the Task Force have participated in book
studies that have deepened our own understanding
of literacy, instruction, and the systems that support both. ReLeah Lent’s (2015) This Is Disciplinary
Literacy: Reading, Writing, Thinking, and Doing...
Content Area by Content Area and Disciplinary Literacy
in Action: How to Create and Sustain a School-Wide
Culture of Deep Reading, Writing, and Thinking (Lent
& Voigt, 2018) provide readers with robust examples
and pragmatic suggestions for implementation. Similarly, Investigating Disciplinary Literacy: A Framework
for Collaborative Professional Learning by Dobbs et al.
(2017) illustrates the work from a system’s perspective.
Yet, just like students, teachers need to move from
thinking and knowing to doing.
As teachers begin to frame units of instruction with
real world issues or genuine and engaging questions,
they need to consider how texts, language, discussion questions and protocols, writing activities (and
more) support students’ thinking, knowing, and
doing. Beginning with a clear disciplinary focus for
the learning is fundamental because “[b]y removing
the literacy practice from its disciplinary purpose, it is
reduced to a mere exercise” (Rainey et al., 2020). For
our youngest students, an investigation of amusement
park rides could include texts such as Mr. Ferris’ Wheel,
sketches of new rides, exposure to and practice with
content vocabulary, and a letter to an amusement park
owner with the description of a new ride. English
Language Arts teachers at the secondary level can pose
literature-based questions or community-centered
issues to give students “compelling reasons” (MAISA
GELN DLTF, 2021) for reading, discussing, writing,
and creating. For example, a unit on Mary Shelley’s
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Frankenstein could ask students to consider the ethical
limitations of technology. Additional texts, opportunities to collaborate with peers, and a culminating
project, such as a formal debate, will broaden students’
understanding of the function of literature in society
and give them a purpose for “engag[ing...] in abstract
and disciplinary-specific thinking and reasoning”
(MAISA GELN DLTF, 2021). When planning for
disciplinary-focused lessons and units, teachers at all
levels can also consider (a) the cultural, social, and
literacy backgrounds of students in their placement
classroom; (b) the literacy needs of students based on a

suite of assessments; (c) the concepts and disciplinary
knowledge undergirding the focus of the lesson; and
(d) the potential literacy challenges posed by their
lesson’s focal text(s). (Rainey et al., 2020)
The good news is that teachers’ current written curriculum and resources offer a place to begin–these units and
lessons can often be strengthened with a few revisions
in order to better support students’ disciplinary literacy
skills (see Figure 1) and there are extensive resources
available to support disciplinary literacy instruction as
well (see Figure 2).

ELA Domain

Content as Originally Framed

Content Framed as Disciplinary
Literacy Inquiry

Writing

Argument writing: What is the structure
and organization of an argument?

How can we use knowledge of the
structure of language to write more
persuasively?

Grammar

6-week required unit on standard
English grammar

What tools do I have as a writer to
ensure my readers clearly understand the
ideas I’m communicating?

Literature

To Kill a Mockingbird Unit - Compare
the city of Maycomb to the place where
you grew up, noting similarities and
differences.

What is courage, and who can be
courageous? What can this story teach
us about tolerance and intolerance?

Poetry

How do you identify a poem? How do
you explain a poem?

How can we use poetry to promote
social justice in our community?

Literature

How do the characters in a story develop
or enhance the theme? How does the
FRQÀLFWRIWKHVWRU\GHYHORSRUHQKDQFH
the theme? How do the symbols within
the story develop or enhance the theme?

To what extent can literature reveal
truth?

Literature

Analyze a character in the short story/
novel by investigating their thoughts,
dialogue, and actions.

How do we make decisions about who
we are and who we want to become?

Figure 1. Examples of Curricular Units Reframed with Authentic Problem Frames
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Resource

Potential Use

Writing Curriculum - The New York Times

Examples of curricular units focused on writing,
annotated mentor texts, authentic purposes for
writing, and more.

KQED Learn | Discussions

Weekly discussion prompts around engaging
topics, which could offer authentic purposes for
discussion and writing assignments.

ELA - DLE Resource Hub

Curated resources aligned to the Essential
Instructional Practices for Disciplinary Literacy,
offered by the GELN Disciplinary Literacy Task
Force.

Figure 2. Helpful Resources to Support a Shift Toward Disciplinary Literacy Instruction

Conclusion
Regardless of where one might be on this journey, it
is always advantageous to start small. Consider one
Essential Practice or one unit of study that, based upon
classroom data, needs nurturing. Use the bulleted statements that accompany that particular Practice to bolster instructional moves. Measure the impact of these
changes with formative and summative assessments.
Make direct connections between student growth in
this area to the other Practices. Continue to explicitly
name and model disciplinary ways of knowing, thinking, and doing. Most importantly, reach out to us or
other members of the Disciplinary Literacy Task Force
for support and network with other educators who
are also interested in moving toward more authentic,
engaging literacy instruction. As Ken Blanchard (2000)
states, “None of us is as smart as all of us.” Together,
we can support all students in developing their literacy
identities and skills in order to make school–indeed,
our world–a better place.
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Using Crossover Picturebooks to Discuss
Emotions
by William Bintz and Shabnam Moini Chaghervand
I, William, teach graduate courses in literacy education.
Typically, my students are K-8 classroom teachers pursuing a master’s degree in reading specialization. Once
a week, students attend my reading theory and practice
class online after a long teaching day at their respective schools. At one point in a recent class, I started to
notice something more than just students’ exhaustion
from taking a graduate class after a full day teaching. I
sensed unease, even anxiety, among many students. I
asked a simple question at the beginning of each class
session: How are you all doing? Their responses were
enlightening. One student stated:
I appreciate you asking us. Nobody asks teachers
how we feel at my school. I, for one, do not feel
successful as a teacher in this pandemic. I am doing
everything I can at our school to be a healthy and
successful teacher, but I also am worried about
the health of myself, my family, and my students.
Wearing masks and maintaining social distance
from each other has taken a lot of joy out of the
classroom. It is taking a toll on me as a teacher. I
worry about what toll it is taking on my students.
This response made a profound impression on me.
My students seemed to need opportunities to discuss
the emotions they were feeling. I could have shared a
similar response, if someone had asked me the same
question. I, too, was experiencing anxiety as a teacher
educator. I taught all my classes online. I did not have
to teach face-to-face, adhere to distancing, wear a mask,
or worry about exposure. At the same time, I felt great
angst about teaching online. I prepared for every class,
but while teaching, and certainly afterwards, I felt
disappointed, unsuccessful, and defeated. I did not look
forward to teaching my next online class.
I shared this experience with a colleague, Shabnam,
who also struggled with online teaching because of

the pandemic. As we talked, our experiences gave us
a larger perspective. We began to realize that many
teachers and students are dealing with a wide variety of
emotions related to complex problems associated with
the COVID pandemic, many of which are difficult to
understand much less discuss. Some of these emotions
include depression, loneliness, sadness, grief, and anxiety. As teacher educators in literacy, we believe reading
and discussing literature can give teachers and their students much-needed opportunities to discuss the range
of emotions they may be feeling.
This article describes crossover literature, particularly
picturebooks—a genre that appeals to both youth and
adult audiences at the same time—that teachers and
students can use to discuss emotions. We begin by
introducing crossover literature as an innovative genre
for better understanding emotions. Then, we share
specific examples of crossover picturebooks, along with
instructional strategies teachers can use to help students
explore a range of emotions.

Crossover Literature
Crossover literature is an innovative genre of books
with a rich, international literary tradition (Rosoff,
2007). This literature crosses between age boundaries
(Shavit, 1986) and is often referred to as dual audience
literature (Falconer, 2008) and “all-age books” (Evans,
2015, p. 10). Crossover literature “transcends the conventionally-recognized boundaries within the fiction
market and blurs the borderline between children’s
literature and adult literature” (Beckett, 2008, p. 112).
Harju (2009) states, “Traditional reading boundaries
exclude, segregating readers into distinct camps—literature for children vs. literature for adults. Alternatively,
crossover literature offers an open invitation to story,
attracting readers of all ages by reflecting a continuum
of experience between child and adulthood” (p. 17).
As such, crossover literature is an excellent genre for
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students and teachers to read together and engage in
discussions around emotions.
Crossover literature often appeals to a wide range of
readers, provides different perspectives, and helps readers gain insight and new knowledge, allowing readers to
better understand their own lives and the lives of others
(Griffin, 2015). Instructionally, crossover literature
consists of insightful, challenging, and complex texts
that require students to read closely, analytically, and
critically.
Crossover picturebooks is a sub-genre of crossover
literature. It includes picturebooks that can be read by
people of any age, not just children (Beckett, 2008).
Crossover picturebooks are based on the notion that
“the age of the implied reader is questionable and
whose controversial subject matter and unconventional, often unsettling style of illustration, challenge
readers, pushing them to question and probe deeper to
understand what the book is about” (Evans, 2015, p.
1). These picturebooks are often referred to as bridge
books, or books that link together picturebooks with
longer writing (Rosen, 1997) and “kiddult” books
which are books intended for both adult and child
audiences (Falconer, 2008). Like crossover literature,
crossover picturebooks address a diverse audience;
the audience extends beyond a specific age limit and
speaks to the ageless reader on “equal terms” (Harju,
2009, p. 363).
Crossover picturebooks are both similar to and different from traditional children’s literature. Crossover
picturebooks maintain similar characteristics, including book length (approximately 32 pages), minimum
text, language and pictures, and appearance of peritext
(endpapers, etc.). They differ, however, in definition,
audience, and purpose. Traditional children’s literature
is commonly defined as text that uses two sign systems
(language and illustration) and each system has meaning potential (Sipe, 2002). Crossover picturebooks
are defined as text that uses three systems (language,
illustration, and design) (Bader, 1976). Traditional
children’s literature has a single audience, namely,
children; however, crossover literature has multiple
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audiences, including children and adults, and every age
in between.

Examples of Crossover Picturebooks &
Instructional Strategies
In this section, we share crossover picturebooks that
deal with a range of emotions and include instructional
strategies that teachers can use with either crossover or
traditional picturebooks. Each crossover picturebook
was selected for two reasons: 1) the picturebook deals
with an emotion that can be worrisome for students
and teachers, and 2) we have read these picturebooks
to students and, based on our experience, these books
have potential to help young people discuss emotions.
Depression
The Red Tree (Tan, 2003) is an internationally recognized crossover picturebook that deals with the issue
of depression in the lives of children. This picturebook
is a sensitive and insightful story about a young girl
who struggles with depression. It begins with the girl
stating, “sometimes the day begins with nothing to look
forward to…and things go from bad to worse.” From
morning to night, she feels overwhelming darkness, a
lack of voice, and total confusion. Once home again,
however, a surprise awaits her at the end of the day, one
that conveys the power of hope, not hopelessness.
For this picture book, we recommend using an instructional strategy called Fleshing Out a Character (Allen,
1999). This strategy invites readers to gain a deep and
broad understanding of an important character and to
explore what depression can feel like and look like from
a variety of ways. Figure 1 illustrates the use of this
strategy to analyze the main character in The Red Tree.
Loneliness
Fox (Wild, 2006) is a crossover picturebook that uses
innovative design elements to tell the story of two
friends, a magpie and a dog. Both live with physical
challenges. Magpie has a burnt wing and can never fly
again. Dog has only one eye and cannot see very well.
Despite the challenges, they help each other and learn
to live happily together in the forest. One day, they
meet a fox who eventually convinces Magpie to hop on
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Figure 1. Fleshing Out a Character

his back and leave with him because he can run faster
than Dog. Magpie does but later learns an important
lesson about the meaning of loneliness.
A useful instructional strategy for this text is called
Circle, Triangle, Square (Shock, 2013). While engaging

in this activity, readers use three shapes to reflect on and
record personal understandings of a story, from what
stood out to them, what they are still thinking about,
or what they agree with. Figure 2 illustrates the use of
this strategy while discussing Fox.

Something that is still going “around” in your head
I am still thinking about why Magpie decided to leave with Fox. Magpie was
wounded and feeling lost and alone. Dog befriended her, even though they had
nothing in common except their physical challenges. Their friendship grew
stronger and stronger each day and every year. And yet, despite their friendship,
Magpie abandons Dog, ignores their friendship, and goes with Fox. Why did
Magpie do that? Dog gave her friendship and a partial solution to her loneliness.
Fox fooled her. In the end Fox didn’t want to be friends with Magpie. He wanted
KHUWREHORQHO\MXVWOLNHKLP,NHHSWKLQNLQJWKDWEHLQJORQHO\LVYHU\GLI¿FXOW
for people and makes them do unreasonable things.
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Something “pointed” that stood out in your mind
The thing that made a real impact on me was the kindness of Dog. Like
Magpie, he only had one eye. I would not have been surprised if he were angry
and resentful because of his problem. I also would not be surprised if he were
insensitive to others, no matter what problem they had, or even if they didn’t
have any problems at all. And yet, he was the opposite. He was kind to Magpie
DQGHPSDWKL]HGZLWKKHULQDELOLW\WRÀ\DQGKHUIHHOLQJORQHO\+HVHWDVLGHKLV
own problems to help Magpie feel better about herself and not be so lonely. I
really admire Dog. He is inspiring to me and to other people who look beyond
their own problems and needs to take care of others who are also in need. This
lesson is what really stood out in my mind.
Something that “squared” or agreed with your thinking
,IRXQGP\VHOIEHWWHUXQGHUVWDQGLQJWKHLGHDWKDWORQHOLQHVVLVDGLI¿FXOW
problem for many people, especially mentally. It’s just hard for people to be
DORQHQRPDWWHUWKHUHDVRQVEHKLQGZK\SHRSOH¿QGWKHPVHOYHVORQHO\3HRSOH
are social. I know some people are loners, but most people want to have other
people in their lives. I also better understand that loneliness can have longWHUPQHJDWLYHHIIHFWVRQSHRSOH)R[LVDJRRGH[DPSOH,QVWHDGRI¿QGLQJ
friendship for himself, he resented the friendship others found for themselves.
)R[ZDQWHGHYHU\ERG\WREHORQHO\MXVWOLNHKLP,WKLQNLWLVYHU\KDUGWR¿JKW
loneliness, much less get over it. Fox could have started getting well if he
would have accepted Dog and Magpie as real friends.
Figure 2. Circle, Triangle, Square

Worry, Fear, and Courage
Parachute (Parker, 2013) is a crossover picturebook
that tells the story of Toby, a boy who puts on a parachute each morning because he has a fear of heights.
Wearing the parachute makes him feel safe and gives
him courage to face fears, dangers, and tricky situations. One day his dog, Henry, gets stuck on a high
branch above a tree house and needs rescue. Despite
the height, Toby courageously rescues Henry, but
unfortunately, he also loses his parachute in doing so.
Though he lost the item that helps him feel brave,
Toby slowly climbs down a rope ladder and finally
conquers his fears.
To support children’s discussion of this text, we recommend using an instructional strategy called Consensus Board (Short, 2012). To do so, teachers place
students in small groups to record their own reactions
to a text, as well as reach a consensus about one or
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two questions that remain in their minds (Short,
2012). Figure 3 illustrates the use of this strategy with
Parachute.
Sadness and Grief
The Bird House (Rylant, 1998) is a crossover picturebook that tells the story of a sad, lonely young girl
who is homeless and who goes unnamed through the
story. One day, the young girl comes across a bright
blue house beside a river, and suddenly her sorrow
disappears. She notices that birds love this house. They
sit on windowsills, sleep in the chimney, and fly in
and out, happily and gracefully. The girl stays hidden
and watches the house from a distance. Eventually,
she discovers that an old lady lives in the house. When
the lady opens the door, the girl runs away every time.
She remains sad but something about the bright blue
house and the little old lady that comforts her. Magically, the birds inform the old lady about a girl behind
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Figure 3. Consensus Board

the trees. Eventually, the lady and the girl live together
in the bright blue house.
“Notice and Wonder” (National Council of the Teachers of Math, n.d.) is a useful strategy to use with this
text. This instructional strategy invites students to use

a T-Chart to record ideas they notice as interesting,
important, confusing in the left-hand column and ideas
that make them still wonder in the right-hand column.
Figure 4 illustrates the use of this strategy with The Bird
House.

What Do I Notice?

What Do I Wonder?

Lots of different species of birds loved a bright,
EOXHKRXVHE\DULYHU7KH\ZHUHDOZD\VÀ\LQJE\
the house, sitting on windowsills, and sleeping in
the chimney.

I wonder why birds were attracted to this house.
Does it have anything to do with the color of the
house being blue? If not, what else could be the
attraction?

There was a young girl hiding behind a large tree
who saw all the birds at the house and her face lit
up.

I wonder who this girl was. Why was she glad to
see all the birds? Was she a birdwatcher?

The girl was homeless, without family, and very
sad for a long time.

I wonder if her parents died and she has no
brothers or sisters, and that is why she has been
sad for a very long time.

A woman opened the front door, came out in the
yard, and all the birds scattered.

I wonder if the woman has a family inside or lives
alone. Why did the birds scatter but then came
back to the house? What connection, if any, does
the woman have with the birds?

The girl returned the next day and the same thing
happened when the woman came out of the house.

I wonder if this happens every day. Does the
woman come out and feed the birds? Does she see
the girl?
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The third day the girl returned but the birds did
not scatter; they formed together in the sky to
spell the word: GIRL.

I wonder how the birds knew how to do this
together. Does the woman have power or control
over the birds, and she made them spell the word
to welcome the girl?

The girl did not return to the house for many
GD\VIHDULQJWKHZRPDQZRXOG¿QGRXWDERXWKHU

I wonder why this girl does not want the woman
WR¿QGKHU,VVKHUXQQLQJDZD\IURPVRPHSODFH
or from some people?

She returned because she loved the birds but ran
away again when the woman came out because
she didn’t want the birds to write anything in the
sky again.

I wonder if the birds comfort her, but she can’t
afford to be found. Why is she so fearful of the
woman, or anybody, to notice her?

She returned, but this time the birds did not scatter. They remained perfectly still, except an owl
ZKRÀHZRQWRWKHJLUO¶VVKRXOGHUVKROGLQJKHULQ
place.

I wonder if the owl is acting alone or is controlled
by the woman. Why is the owl keeping the girl
from running away?

The woman took the young girl from the owl and
into the house. They lived together ever since.

I wonder if the woman did not have a family
and now, she has a daughter. Did the woman
experience the same thing as the girl when she
was young? How would she know that?

Figure 4. Notice & Wonder

Anger
When Sophie Gets Angry-Really, Really Angry (Bang,
1999) is a crossover picturebook based on the notion
that many people, especially young children, get angry
and frustrated. Moreover, young childre often do not
know how to best handle their anger and frustration, so
the problem often gets worse. This delightful picturebook uses colorful illustrations to explain to children
that there are many different ways to deal with anger
and frustration. It provides children and their caregivers
a welcoming door to not only discuss anger and frustration, but also provides practical and constructive ways
to control them.
With this text, we suggest using an instructional strategy called Biographical Poems (Westby, 2019). By writing biographical poems on characters, students have the
opportunity to think about the emotions of the main
character deeply and thoughtfully. Figure 5 illustrates
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the use of this strategy using the book When Sophie Gets
Angry-Really, Really Angry.
Anxiety
I Go Quiet is an innovatively designed crossover picturebook that tells the story of an anxious and introverted young girl who sees the world as overpowering
and hostile. Her world is a paradox. Every day, she
hides in silence. She feels isolated, lonely, insignificant,
and misunderstood, electing to read books rather than
communicate with people and connect to the world.
And yet, every day, she seeks to find her voice and make
her voice heard. In the end, the girl realizes that when
she is ready to be heard, her voice will ring loud and
true.
To support students in thinking about and discussing
anxiety after reading this picturebook, teachers might
consider providing prompts that invite students to
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Biographical Poem
(Line 1) First name

Sophie,

(Line 2) 4 adjectives that describe the person

angry, intense, explosive, volatile,

(Line 3) Important relationship

mother, caring, patient, understanding,

(Line 4) 2-3 things, people, or ideas the person

Sophie, cat lover, toy lover, stuffed animal lover,

loved
(Line 5) Three feelings the person experienced

aggravation, frustration, infuriation,

(Line 6) Three fears the person experienced

experiencing anger, causing fear, and losing

(Line 7) Accomplishments

control,

(Line 8) 2-3 things the person wanted to see hap-

learning to reduce frustration, control anger, and

pen or wanted to experience

regain composure,

(Line 9) His or her residence

at home with family,

(Line 10) Last name

Sophie.

Figure 5. Biographical Poem

reflect and then respond. Using prompts that encourage
readers to pause and reflect after reading a text before
recording a written response may help broaden and

deepen their current understandings of the emotion.
Figure 6 illustrates the use of this strategy on I Go
Quiet.

I already understood some things about being an introvert. My friend has been an introvert all her life.
She is very quiet and reserve, electing to read and listen more than talk and discuss. She also doesn’t like
to be in the limelight; that is, she doesn’t like a bright light shone on her even though she is very accomplished and successful.
Now, I understand that introversion is much more complex than I originally thought. It’s not about being
VLOHQWEXW¿QGLQJYRLFHHVSHFLDOO\ZKHQDSHUVRQIHHOVWKDWQRRQHDSSHDUVWREHOLVWHQLQJ,DOVRQRZ
understand that introversion can cause great anxiety in a person from morning to dark. For some with
extreme cases, the anxiety can almost be paralyzing.
I still don’t understand the harmful effects anxiety must have on a person. I feel anxious on certain occasions, but not every day, all day. It must take an enormous toll on a person. I also don’t understand how a
family member or friend could help an introverted person. What would help look like?
I am most curious about how prevalence of introversion. What percentage of people are introverted? Is
the percentage greater in females than males, or vice versa, or is it relatively balanced? I am also curious
about how to recognize a person who is an introvert as opposed to a person who is naturally quiet and
comfortable being alone.
My new inquiry questions are: What is the origin of introversion? Is it biological? Is someone born
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being an introvert? Is it psychological? Does someone become an introvert after a traumatic event, a
KXPLOLDWLQJH[SHULHQFHRUDVLJQL¿FDQWORVV"$UHWKHUHPHGLFLQHVRUWKHUDSLHVWKDWFDQKHOSSHRSOHZKRDUH
introverts? Is there such a condition known as extraversion?
If I could talk with the girl, I would ask her: Why do you believe no one seems to listen to you? Why
GR\RXIHHOLQVLJQL¿FDQWDQGPLVXQGHUVWRRG"+RZGR\RXEHVWGHDOZLWK\RXUDQ[LHW\":KDWFRXOGSHRSOH
do to help you better deal with anxiety? What should people not do?
Figure 6. 5HÀHFWLRQ 5HVSRQVH3URPSWV

The purpose of this article was to describe crossover
literature, particularly picturebooks, and to identify
instructional strategies teachers and students can use to
analyze and understand different emotions. We hope
the crossover picturebooks shared will raise some new
questions, foreground some new voices, and start some
new conversations.

Shock. S. (2013). Strategies for student learning. The Institute for Excellence
in Education. Retrieved from: https://excellenceined.org/
strategies-for-student-learning/#:~:text=Circle%2DTriangle%2DSquare%20is%20a,information%20in%20any%20
content%20area May 4, 2022.
Short, K. (2012). Story as World Making. Language Arts, 90(1), 9-17.
Sipe, L. (2002). Picturebooks as Aesthetic Objects. Literacy Teaching and
Learning, 6(1), 23-42.
Smith, F. (2014). To think: In language, learning and education. Routledge.
Westby, C. (2019). Using Biopoems to Promote Comprehension.
Retrieved from: https://www.journals.sagepub.com/
doi/10.1177/1048395019879966d, April 10, 2022.

References

Literature Cited

Allen, J. (1999). Words, words, words. Stenhouse.
Bader, B. (1976). American picturebooks from Noah’s Ark to the beast within.
Macmillan.
Beckett, S. (2008). Crossover fiction: Global and historical perspectives. Routledge.
Beckett, S. (1999). Transcending boundaries: Writing for a dual audience of
children and adults. Garland.
Bowen, D. N., & Schutt, M. (2007). Addressing sensitive issues through
picture books, Curriculum and Instruction Faculty and Staff Scholarship,
71(1), 4-7.
Evans, J. (2015). Challenging and controversial picturebooks: Creative and
critical responses to visual texts. Routledge.
Falconer, R. (2008). Falconer, R. (2008). The crossover novel: Contemporary
children’s fiction and its adult readership. Routledge.
Fisher, B., & Medvic, E.M. (2000). Perspectives on shared reading: Planning
and practice. Heinemann.
Griffin, L. (2015). What is crossover literature. Retrieved from: http://www.
lynnegriffin.com/2015/10/crossover-fiction/, January 17, 2022.
Harju, M.J. (2009). Tove Jansson and the crossover continuum. The Johns
Hopkins UniversityPress, 33(3), 362-375.
Mahon, Goldberg, & Washington. (1999). Discussing death in the classroom: Beliefs and Experiences of Educators and Education Students,
OMEGA, 39(2), 99-121.
Masson, S. (2009). Crossover novels. Retrieved from: https://writerunboxed.
com/2009/04/08/crossover-novels/, March 8, 2022
National Council of the Teachers of Mathematics. What is notice and
wonder? Retrieved from: https://www.nctm.org/Classroom-Resources/
Features/Notice-and-Wonder/Notice-and-Wonder/ May 4, 2022.
Racine, N., Cooke, J. E., Eirich, R., Korczak, D. J., McArthur, B., & Madigan, S. (2020). Child and adolescent mental illness during COVID19: A rapid review. Psychiatry Research, 292.
Rosen, J. (1997). Breaking the age barrier. Publishers Weekly. 243(6).
Rosoff, M. (2007). The grand tradition of crossover novels. Retrieved from:
https://www.theguardian.com/books/booksblog/2007/sep/19/thegrandtraditionofcrossov, January 10, 2022.
Shavit, Z. (1986). Poetics of children’s literature. University of Georgia Press.

Bang, M. (1999). When Sophie gets angry-really, really, angry. New York:
Scholastic.
Campbell, B.M. (2003). Sometimes my mommy gets angry. New York: G.P.
Putnam’s Sons.
Ouimet, D. (2019). I go quiet. Brooklyn, NY: W.W. Norton & Company.
Parker, D. (2013). Parachute. Richmond, Victoria, AU: Little Hare Books.
Penfold, L. (2012). Black dog. New York: Templar Publishing.
Rylant, C. (1998). The bird house. New York: Scholastic.
Tan, S. (2003). The red tree. Vancouver, BC: Simply Read Books.
Yamada, K. (2016). What do you do with a problem? London, UK: Compendium.
Waber, B. (2002). Courage. Boston, MA: HMH Books for Young Readers.
Wild, M. (2006). Fox. La Jolla, CA: Kane/Miller.

Final Thoughts

44

Author Biographies
Dr. William Bintz is Professor in Literacy Education in
the Department of Teaching, Leadership, and Curriculum Studies at Kent State University. He has taught
high school English/Language Arts in Chicago, Illinois,
and middle school English/Language Arts in Aguadilla,
Puerto Rico, San Juan, Puerto Rico and Dhahran,
Saudi Arabia. He earned his Ph.D. in reading education
at Indiana University. Prior to joining the faculty at
Kent State, he was a Visiting Lecturer at the Armidale
College of Advanced Education in Armidale, Australia, as well as an assistant professor at Western Kentucky University in Bowling Green, Kentucky, James

Michigan Reading Journal

William Bintz and Shabnam Moini Chaghervand

Madison University in Harrisonburg, Virginia, and
the University of Kentucky in Lexington, Kentucky.
His personal experiences and professional interests
include literacy across the curriculum, K-12, collaborative teacher research, interdisciplinary curriculum,
and using award-winning literature as “Way-In” and
“Stay-In” literature to create and sustain student interest in content area topics where no interest currently

exists. Currently, his professional interest is the use of
Crossover Picturebooks, K-12. He can be contacted at
<wbintz@kent.edu>.
Shabnam Moini Chaghervand is a doctoral student in
literacy education, College of Education, Health, and
Human Services, Department of Teaching, Learning,
and Curriculum, Kent State University, Kent, Ohio.
She can be contacted at <smoinich@kent.edu>.

Spring 2022, Vol. 54, No. 3

45

A Spark of Light in the Darkness: A
Framework of Habits and Routines that
Grow Literacy Identities
by Andy Schoenborn
In my experience of teaching a wide range of English
courses, I have learned that it is no secret that some
populations of students harbor a dislike for reading and
writing. It could be that they have not had the opportunity to choose what they read and write, reflected on
what they have learned, felt encouragement to explore
texts for their own purposes—or received positive
responses about their reading and writing from teachers. After I transferred schools and shifted from teaching AP to alternative education, my new students didn’t
know what to expect from me, and I encountered
preconceived notions about English class immediately.
On the first day of school, students filed into my
classroom talking with each other as they do every year.
And, before I had the chance to welcome them, the
first conversation I heard was, “So this is the English
teacher, huh? I’ll tell you this, I hate reading, I hate
writing, and, if he tries to make me do either, I’ll probably hate him too.” Ouch!
Again, one of my students had convinced herself that
yet another English class just wasn’t for her. Though
this was one student who voiced her opinion, the
smiles, nods, and sighs of those in her group of friends
told me that she was not alone in her assessment of
“another English class.” What she didn’t know was that
I wanted her (and her classmates) to experience an
English class centered on students with the intent of
developing literacy identities, not one that focused only
on reading canonical novels and writing literary analysis
essays.

Not Your Traditional English Class
Building literate identities requires habits, routines,
and encouragement. Though these ideas are not new
(e.g. Atwell, 1998; Burke, 2003, 2012; Gallagher,
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2006, 2011; Gallagher & Kittle, 2018, 2021; Hicks &
Schooenborn, 2020; Kittle, 2008; Marchetti & O’Dell,
2015), they are well-known for moving adolescents
toward an identifiable arc that helps them reconnect to
the English classroom.
According to the International Literacy Association’s
position statement and research brief, Engagement
and Adolescent Literacy (2019), “In order to thrive as
literacy learners, students must feel a sense of collective and individual belonging (Comber, Woods, &
Grant, 2017), have opportunities to contribute to and
negotiate the literacy culture, and feel safe to take risks
(McKay & Dean, 2017).” To meet those goals, I establish a predictable, yet flexible, learning routine incorporating promising practices in two ways. First, I design
my classes intentionally using a metacognitive arc
beginning with a “preflection” strategy. The “preflection
strategy [is] designed as a tool to enhance and enrich
the reflection process” (Falk, 1995). Then I incorporate
recurring mid- and end-term progress checkpoints and
end with a reflective final exam. See Table 1 for details
and the Appendix for resources.
Second, I establish purposeful daily and weekly routines
adapted from workshop approaches (e.g. Atwell, 1998;
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Table 1
Metacognitive Arc, Adapted from &UHDWLQJ&RQ¿GHQW:ULWHUV)RU+LJK6FKRRO&ROOHJH /LIH,
Hicks and Schoenborn (2020)
Metacognitive Arc for a Semester or Trimester
Preflection
(Week 1)

Mid-Term Progress
(Week 6 or 9)

My ELA Journey

End-Term Progress
(Week 12 or 18)

MP1 Creative Writing
MP2 Creative Writing
MP1 Reading Analysis MP2 Reading Analysis
MP1 Growth Territories MP2 Growth Territories

Kittle, 2008) that begin with a celebration of spoken
word poetry, alternating spaces for independent reading
and writing; relevant literacy mini-lessons; space for
literacy workshopping; and student sharing. See Table 2
for details.

Final Reflection
(Week 12 or 18)
Reflective Final Exam

The amount of time my students have for each segment varies and, I don’t recommend a rigid lockstep
approach. Depending on the day, the project, the
conversations, and the collaborations, we will spend
more or less time on each segment based on the needs

Table 2
Sample Routine, Adapted from &UHDWLQJ&RQ¿GHQW:ULWHUV)RU+LJK6FKRRO&ROOHJH /LIH, Hicks
and Schoenborn (2020), p.30
Monday

Tuesday

Wednesday

Thursday

Friday

Opening

Spoken Word

Daily Poem

Daily Poem

Daily Poem

Featured Poet

Segment 1

Independent
Reading

Independent
Writing

Independent
Reading

Independent
Writing

Independent
Reading

Segment 2

Mini-lesson

Student
sharing

Mini-lesson

Student
sharing

Mini-lesson

Segment 3

Workshop
time

Mini-lesson

Workshop
time

Mini-lesson

Workshop
time

Closing

Student
sharing

Workshop
time

Student
sharing

Workshop
time

Student
sharing

Spring 2022, Vol. 54, No. 3

47

Voices from the Region - A Spark of Light in the Darkness

of my learners. However, as a general rule of thumb,
it is helpful to be cognizant of time allocations, but
not be bound by them. My current teaching schedule allows for 40-minute class periods divided up in
approximately the following way: Poem (5 minutes),
Independent Reading/Writing (5 minutes), Mini-lesson (3-5 minutes), Student sharing (3-5 minutes),
and Workshop time (20 minutes). When my teaching
schedule afforded me 72-minute class periods, the
time distributions were as follows: Poem (5 minutes),
Independent Reading/Writing (15 minutes), Mini-lesson (5-8 minutes), Student sharing (5-8 minutes), and
Workshop time (40 minutes).
Literacy independence is centered in my classroom
routine, and the workshop lessons that follow are
guided by personal student inquiry, learner autonomy,
and in-process personalized mini-lessons. There is no
doubt who is the focus of the classroom here—it is the
students.
An English Class Anchored in Independence
Independent reading, independent writing, and workshop time are non-negotiables in the daily routine that
help students reconnect with the English classroom.
Some flexibility is used, however, with mini-lessons and
student sharing sometimes taking more time during a
workshop process. The case for independent reading
with a classroom library of diverse books and a students’
freedom to choose is well-established by teacher-leaders
such as Beers and Probst (2017), Gallagher and Kittle
(2018), Hammond (2014), Miller and Sharp (2018),
and Bishop (1990). The case for independent writing for
pleasure and a students’ freedom to choose which pieces
are shared with classmates, teachers, and community
is also recognized by teacher-writers including Applebee and Langer (2013), Elbow (1998), Graves (1983),
Romano (2000), and Ferguson and Young (2020). Furthermore, the case for a writing workshop pedagogy in
the secondary classroom is affirmed by teacher-researchers like Chavez (2021), Elbow and Belanoff (1989),
Gallagher (2011), Hicks (2009), and Kittle (2008).
These literacy mentors—among dozens of other
voices—have guided my thinking about when, why,
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and how students can be invited to read, write, and
enter into a process of personal literacy. Creating
intentional spaces for literacy independence along
with a writing workshop process develops and sustains
healthy reading and writing identities and, therefore,
have—along with poetry—become non-negotiables in
my classroom.
A Case for Poetry
For seven years now, I have used poems as a way to
meet multiple goals in my classroom, some of them
instructional, yet most of them about building a community of readers and writers. There are many reasons
that poems work well:
Poems are Tone Setters
Starting each class with a poem settles students into the
day. In the early moments of class, we take time to put
ourselves in “airplane mode” and briefly reconnect with
self, others, and ideas. VanDerwater (2017) acknowledges that “Poems wake us up, keep us company, and
remind us that our world is big and small. And too,
poems teach us how to write. Anything.” Our students
are busy (aren’t we all) and taking a brief moment every
day to simply listen and appreciate words is a brief and
welcomed pause in the day.
Poems Support Social and Emotional Learning
At the center of the “CASEL wheel” framework are five
core social and emotional competencies: “self-awareness, self-management, social awareness, relationship
skills, and responsible decision-making” (Collaborative
for Academic, Social, and Emotional Learning, n.d.).
Of these core competencies, self-awareness, social
awareness, and self-management stand out as components found in the experience of a poem. In support of
SEL, “Poetry brings out what’s hidden and that which
has gone unnoticed, disregarded, or deprived of respect.
Peer behind the curtain and you might find that there’s
magic taking place” (Vecchione, 2020). That “magic
taking place” is a connectedness students feel with self,
society, community, and classroom culture.
Poems are Multimodal Texts
Ball, Sheppard, and Arola (2018) argue that multimodal
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texts are comprised of five modes: linguistic, visual,
aural, spatial, and gestural. Poetry lands firmly in each of
these modes. The five different modes of poetry include:
•

•
•

•

•

the linguistic mode, which “includes word
choice, the delivery of written or spoken text,
the organization of words;”
the visual mode, which “includes color, layout,
style, size and perspective;”
the aural mode, which “is focused on sound
including, but not limited to, music, sound
effects, ambient noises, silence, tone of voice in
spoken language, volume of sound, emphasis
and accent;”
the spatial mode, which “is about the physical
arrangement, organization and proximity of
the text;” and
the gestural mode, which is most noticeable
in spoken word poetry and includes “facial
expressions, hand gestures, body language and
interaction between people” (writer/designer,
2018).

In their small spaces, poems may seem superfluous,
yet, multimodalities emerge in the mere experience of a
poem.

Authentic Engagement Disrupts
Negative Literacy Identities
With our daily routines established, we proceed to disrupt negative literacy identities by inviting students to
read what they want, encouraging them to write what
they want, and celebrating the small and signifiacant
gains they make in a public manner. I contend that
a disconnect between real-world literacy and schoolguided literacy exists because the literacy students
encounter in their own lives does not match the literacy
they are expected to encounter in school. The counterintuitive nature of standards and benchmarks, the
pressures of teacher evaluations, and the irrational grip
on “must read” canonical texts hinders our students’
ability to connect to teacher, school, and, most importantly, the act of authentic engagement.
In her work, Culturally Responsive Teaching and the

Brain, Hammond contends that “authentic engagement begins with remembering that we are wired to
connect with one another” (p. 50, 2014). With the ever
increasing expectations placed on teachers, it becomes
easy to simply go through the motions in the name of
“covering the curriculum.” We all know that establishing relationships is important for increased engagement
and choosing to be your genuine self is a crucial step
when connecting with students.
Though this looks different for every teacher, my
students and I are in the habit of listening to poetry
to begin each class, and we snap our fingers in appreciation of the words shared. We dedicate time to talk
about books—what we like or don’t like, what we want
to ditch or cannot wait to continue. We chat about
graphic novels, novels-in-verse, poetry anthologies,
podcasts, ebooks, novels, and other media that can pull
us into a text. We learn to encourage one another by
inviting students to share their words by featuring classroom poets and highlighting what we like about their
pieces. The goal is to help students witness and build
healthy relationships with the texts they read and the
texts they write so they want to return to them again
and again.
Authentic Engagement to Reach Reluctant Readers
We know that engagement is crucial; this isn’t, however, always easy, especially with students who have
learned to play “the game of school” (Fried, 2005).
One student, I’ll call him Alec, had become so adept at
“fake reading” that it took me a few months to realize
he wasn’t really reading at all. It wasn’t until I noticed,
through observation and conversation, that all the
books he chose were required reads from middle school.
When I asked him privately about it he said, “These
are the only books in school I liked. Everything else
is stupid. Besides, I hate reading because I just forget
everything anyway.” Alec was being honest and he
rejected every attempt I made to find the right book.
A few months later, I shared, as I often do, what my
plans were for the weekend. On this day, I mentioned
that my daughter’s birthday was coming up and she
wanted to go to a local ComicCon where she could
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cosplay her favorite video game character. A few students thought it was cool and we talked about comics,
games, and movies a little longer than I had planned.
Alec was one of the students who kept the conversation
going with a focus on the manga series Demon Slayer
(Gotouge, 2015). After all these months trying to “find
the right book,” I learned that Alec was infatuated with
this series, so I said, “I’ll be honest, I’m not that familiar with manga, do you have any of the books?”
“No,” he said, “I just watch them on Crunchyroll.”
I nudged a little further, “Would you like me to pick
some up for the class?”
He started laughing, “Dude, Demon Slayer is not a
school book—it literally has the words ‘demon’ and
‘slayer’ in the title.”
Challenge accepted. I was able to purchase the first four
books in the series and, the next week, I said privately,
“Hey, Alec, look what I found,” and I showed him the
stack of books. Soon other manga fans gathered near
and called dibs on the books.
From my perspective, it seemed that Alec—and I’m
sure many other students—had learned that “school
reading” and “real reading” were two different things.
Without our candid conversations and a relationship
that led to us talking about popular Japanese fiction,
I have no doubt Alec would still be faking his way
through reading. It turns out that, as the teacher, I
didn’t need to find the right book; I needed to listen
to student interests during our informal conversations
and, unbeknowst to them, they would reveal their
reading interests.
Students play “the game of school” most often when
they are experiencing something out of their comfort
zones. It is a risk-averse approach in which students
choose the preservation of their comfort with a task
over the perceived risk of that task. One way to encourage students to move outside of their comfort zones is
to mitigate the perceived risk by eliminating preconceived notions of that task. In other words, work to
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remove preconceived, and sometimes invisible, barriers
to literacy pathways.
Authentic Engagement to Reach Reluctant Writers
In addition to reading, writing is a stumbling block
that many students have learned to avoid entirely. Let’s
face it, writing is hard. It is a statement repeated by
teacher-writers such as Ayres (2017), Chavez (2021),
Hicks and Schoenborn (2020), Warner (2018),
and many other writers. Yet, teachers often rely on
five-paragraph writing formulas, contrived analogies
about hamburgers, and rubricized cages that work to
constrain the writer within a suitable measurement of
success. By definition, it is “writing,” but in practice it
isn’t writing at all. They are methods used to unintentionally reinforce writing as a skill that students either
have or they don’t.
Though it isn’t true, the preconceived notion that you
either have it, or you don’t works its way into the minds
of many students. To combat that notion, I write with
my students, talk about my writing struggles, ask for
their insight on pieces, and involve them in my messy
writing process. I find students are honest in their
assessments of my writing. They are used to consuming media after all, and understand what it is to be an
audience. I am grateful for their feedback and model
how their feedback informs my writing. A role-reversal
like this benefits both myself and my students. When
I share my process, students are more willing to share
their process, struggles, and ideas in one-on-one writing
conferences.
But, these conversations don’t happen until students
begin putting words on the page and independent writing helps start the ink flowing. Fletcher (2017) advises,
“We don’t teach students to write so much as create a
safe space where they can teach themselves by doing.”
Writing with students, sharing your writing, asking for
their feedback, and genuine appreciation and application of their feedback establishes a safe space for writing
and for writers.
Safe spaces to write, however, are not always enough,
and students need inspiration to write. To fire up the
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muse, I share prompts from Donovan’s Ethical ELA
Open Write (Donovan, n.d.) on Tuesdays and Thursdays. These prompts offer models of writing, a process
of writing, and an invitation to share writing. Yet,
students are not bound by the prompts I share. Just like
independent reading, I am more interested in students
creating a relationship with their writing, which is why
I end every writing invitation by saying, “I don’t care
what you write; I just care that you write creatively.”
In the case of one student, who I’ll call Kyran, these
spaces for writing were unfamiliar. Instead of writing,
she blurted out, “So, what do we do? Just write?”
I said, “Yup, that’s all I’d like you to do for the next
five minutes. You can start with a list of topics like I
modeled or, if you have something else in mind you
can begin there.” As I wrote along with students—
projecting my writing on the screen—I noticed that
Kyran was dubious, but she decided to play along, at
least at first.
About thirty seconds into our first independent writing
time, Kyran blurted out again: “So, I can just write,
‘blah, blah, blah, blah?’”
I said, “Sure, it’s your writing, I don’t mind.” She
laughed and said, “Okay, then, I’m just going to write
a page full of ‘blahs’.” She chuckled again to herself
and to a nearby friend and proceeded to fill her first
page with the repetition of a single word: blah. To her
it appeared as though I just didn’t care, however, what I
saw was a writer who was out of practice in relation to
her own writing process.
Teachers can share writing practices; they can offer
strategies; and they can bring others in to talk about
their writing process. However, as Ayres (2017) puts it,
this is not enough. She argues that “it isn’t enough to
read about writing. It isn’t enough to listen to authors
talk about their writing processes. These things are
valuable, but they are not enough to entice writers. We
must write and discover a process for ourselves”
(p. 48). By writing for themselves, Kyran and her
classmates were given a space to discover writers within

themselves that were not encumbered by grades or
expectations.
The purpose of these independent encounters is to
get students reading and writing—anything. Once
they find their groove—albeit with bumps along the
way—students who were thought to be behind socially,
emotionally, and academically start to realize a change
happening within them. They begin, slowly, to identify
as readers and writers. Especially when they come up
for air and see it for themselves.

Getting Meta: Reflecting on a
Semester of Growth
These daily routines and invitations, ultimately, lead to
the metacognitive reflections found on Table 1. Over
the course of a semester students can feel like they are
holding their breath during a deep literacy dive. While
in the process of reading and writing it is difficult for
any of us to sense whether we are improving or not.
Most times we don’t recognize the beating of our heart
unless we pause and check our pulse. It is at mid-term
and end-of-term where we take a metacognitve pit stop.
These are purposeful stops along the learning highway
for students to stop, catch their breath, and consider
what they have accomplished (or not) in the previous
few weeks.
From a learning standpoint, it is healthy to check our
pulses at predetermined intervals. At the end of every
semester I ask students to pause, look back, and write
a reflection about whether they are or are not meeting
their personal literacy goals. It is a writing task critical in growing literacy identities during their learning
journeys. Yancey (1998) reminds us: “as they learn,
they witness their own learning [and] they show us how
they learn” (p. 8). Students and teachers alike learn a lot
from student self-reflection. Students learn how they
learn and witness their own growth, and teachers learn
how to better reach students.
Understanding Realities and Overcoming Challenges
To better understand the literacy gains of my students,
the mindsets shared by students in the introduction
of this article bears repeating: “I’ll tell you this, I hate
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reading, I hate writing, and, if he tries to make me do
either, I’ll probably hate [you] too.” A dire perspective,
indeed. Whether accurate or not, student remarks
such as this reflect their perceived realities in the ELA
classroom. As teachers, we cannot control the spectrum
of literacy experiences our students carry; however,
understanding their perspective can guide our actions
as teachers.
During a literacy preflection a student admitted
he was “never taught by my parents how to read. I
taught myself and the school helped, but not that
well” (Crooms, 2021a). In another instance, a student reported “I just started watching TV with the
caption[s] on at 5 [or] 6 and just learn[ed] words to
read and how to write on my own” (Gantz, 2021). Yet
another student divulged that “inside school I struggled because it was hard for me to read in front of
people…it really affected the way the teachers looked
at me.” And “I’ve always struggled with writing and my
teachers didn’t try to make it better. Instead they made
me feel bad about not being able to write like they
expected me to meet their expectations, but it was hard
when they didn’t help me” (Baldridge, 2021). Common
among these students is the lack of an adult who cares
about their literacy needs as children, and the outcome
has reverberations that last years. Though that may be
true, all is not lost.
The challenges students face along their literacy journeys can be hard to read. However, instead of seeking a
variety of interventions that would pull them from the
classroom, I relied on creating intentional spaces where
literacy habits and routines could be explored without
the fear of judgment.
Trusting the Process and Supporting Students
Most of my students stutter-started their way into the
literacy habits in the classroom. Though five minutes
of reading and writing time was on projected on the
screen, students would often only achieve thirty- to
sixty-seconds of actual reading/writing at the beginning
of the year. It was challenging, to say the least, however
I chose to intone Cameron (2016) and repeated that
“progress, not perfection, is what we should be asking
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of ourselves.” I maintained our independent literacy
spaces and sought genuine moments to acknowledge
the joy of reading and writing I noticed in my students.
There were occasions when students were able to stay
focused for a bit and I would say, “Did you notice
that? We made it almost four minutes! When you are
invested with your reading/writing the time just flies!”
Other times, when I noticed a student struggling to
stay focused, I would kneel down beside them and
privately say, “You don’t really like this book do you?
Why don’t you pick something else? Here, try Wytches
(Snyder, 2015). Let me show you what drew me in.”
And sometimes, when students were engaged in their
reading/writing, I would pause the online timer and let
them linger with their words for a few more minutes
to stretch their literacy stamina while witnessing them
connect with words consumed or created.
Encountering Resistance and Invoking the Warm
Demander
Not every student progressed as much as I had hoped.
One student admitted in their reading analysis that
the “total pages I read this period is 0 because reading
is not my thing.” However, when prompted to offer
an upcoming reading goal, they continued, “I haven’t
read a full chapter book once, and I might need small
help to get into it” (Gonzales, 2022a). In this student’s
analysis lies the possibility of nurturing an ember of a
positive literacy identity. It would appear that even in
the darkness of a fading interest in books lies an ember
of hope.
It’s true that some students push back against a teacher’s attempt to encourage literacy growth. Resisting
attempts of teachers to help students better identify
with their literacy is common among students who
have not had positive ELA experiences. Yet, Hammond
(2015) reminded me to be a “warm demander,” in
which “students interpret [a] mix of care and push as
a sign that the teacher ‘has his back’” (c.f., Cushman,
2005; Duncan-Andrade, 2010; Obidah & Teel, 2001).
Being a warm demander helped build a rapport over
time with the student who, in January, read zero pages
“because reading [was not his] thing.”
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By March, with another reading analysis blog post
under his belt, a genre-diverse classroom library, and a
warm demander in his corner, he wrote:
I read a total of 144 pages this marking period
which averages out to 20 pages per week. I read
more then usual, because I usually never [read].
I would hate reading so much like I would avoid
reading as best I can. [Now] I can read one good
paragraph with a single breathe [sic] and it changed
a lot in this marking period. I read the book
Wytches by Scott Snyder. I love how there is way
more art than reading. I can visualize more what
happening then just reading figuring out what
actually happening.” (Gonzales, 2021).
Although I wasn’t able to entice every student, I witnessed a remarkable turnaround in many students who
learned, over the course of eighteen weeks, to embrace a
regular process of independent reading and writing.
A Slow but Steady Climb
By documenting their growth metacognitively, students
observe for themselves the progress they are making.
I acknowledge that individual student reflections vary
and not all students experience the same results. Yet, a
look at a series of one student’s reflective posts about
reading demonstrates how she progressed as a reader
over 24 weeks. Reading habits and identities take time
but, like regular routines, they lead to growth—be it
small or significant—as this student recounts.
In my first reflective post of the year I ask students to
consider their literacy journey and, considering her
experiences, this student wrote: “Nothing brought my
interest to reading. I hate reading and writing. Me just
sitting there doing nothing is boring to me. Reading is
not something I like to do because I like to be active,
not just sitting there” (Herron, 2021a). Eight weeks
later the same student reflected on her reading and her
identity as a reader was beginning to change: “I get
most of my reading done in school in Andy’s class. I
don’t really have a goal on reading because I don’t really
like reading but I have found it easier to just listen to
a book instead of reading it because then I can listen

and also work at the same time as reading” (Herron,
2021b). With one semester under her belt and another
eight weeks, the same student had much more to say
and it reflected on her growing identity as a reader:
I read about 15 minutes a day [which is] about
[one] chapter a day. [In my] last writing that I did
on reading I was listening to podcasts. But now
I finally found a book that I actually like, so I’m
reading pages now instead of listening to people
talk. Not only that, [but] when I was listening to
the podcast I wasn’t really remembering it. But, as
I actually read, I’m remembering more now. I get
most of my reading done at school. Some of my
goals for reading are to read more often instead of
just once a day in class. Ever since I actually found
a book that I like, I have been wanting to read
more and more often (Herron, 2022).
While I agree that this student needs to revise her
writing, this is clearly a self-identified non-reader who
has begun to identify as a reader. And, based on other
reflective blog posts, she is not alone.
What a Reflective Literacy Analysis Reveals about
Reading
Maybe it’s the English teacher in me but, when it
comes to learning from students, I find less value in
quantitative data than I do in stories found in qualitative data. To better understand a students’ perception
of growth, I am interested in what they are observing
about their own learning. It is in their reflective blog
posts assigned at mid-term and at the end-of-term that
students reveal their progress and growth as readers and
writers. It is also a place where students can assess their
own goals, practice positive self-talk regarding literacy,
and consider new literacy goals.
Though there is not space to share portions of every
students reading analysis, the following reflections offer
a window into the growth these students experienced.
One student recalled that they read a total of 568 pages
this marking period:
I would say I read at least 63 pages per week. Yes,
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it is more than what I usually read. I used to read
only one page when I was given time in class to
read, because I never liked reading. I can read at
least three or four pages within the time that [my
teacher] gives us to read. It has changed a lot since
last year because now I can actually tolerate reading
and not complain [about it] (Salvador, 2021).
Another student shared that they read 453 pages and
about 50 pages per week: “The amount of books I’ve
read this marking period is 13.5 more pages per week
than last time. I have learned that I can accomplish
a lot though reading. I have also learned that when I
put my mind to something I can usually accomplish
that goal” (Kessinger, 2022). And yet another student
revealed that: “this marking period I read a total of 462
pages and I read about 51 pages per week. I feel like it
should have been more but I think I can get better at
reading by next year or even by the end of the school
year” (Zeitz, 2022).
Student reflections about their reading encouraged me.
It seemed as though the research about independent
reading was replicable, and I was happy to witness
students growing as readers even though, through their
own admission, they “hated reading.” I attribute this
remarkable change to creating spaces to read, expanding the notion of a text to include poetry anthologies,
graphic novels, YA books, fan fiction, and encouraging relationships between students and books of their
choice.
Developing writing identities, on the other hand, is
another challenge entirely. Instead of consuming media
and conversing about it, writing requires the creation
of media in consideration of an audience who may very
well critique the results.
What a Reflective Literacy Analysis Reveals about
Writing
In his work, Why They Can’t Write, Warner (2018)
states that “writing knowledge is built through a combination of study, experience, and reflection;” and he
adds, “to build writing knowledge, students must act as
writers do. They must engage with all dimensions of the
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writer’s practice” (p. 26). The teaching of writing takes
time and, often, both teachers and students are eager
to move quickly to the end. But, what might happen
if teachers encourage students to linger for a bit? The
habit of mind, metacognition, found in the Framework
for Success in Postsecondary Writing (Council of Writing
Program Administrators et al, 2011) is a part of a process of writing that seems like something extra that is
easy to brush off. However, I argue that metacognition
is at the heart of developing positive writing identities.
Again, though there is not space to share portions of
every students writing analysis, the following reflections
offer a window into the growth these students experienced. Considering their progress as a writer a student
said:
I became a better writer because [my teacher]
believed in me. I would have never been able to
do it without his help. He helped me to believe in
myself [and] for me to open a pathway for me to
be myself. He told me never let [anyone] tell you
how to be yourself. The main reason I achieved my
goal of becoming a better writer [is] because I have
written more in this class than I have written my
entire life” (Crooms, 2021b).
Another student confirmed that they: “realized that I
have not only came a long way, but I really am a better
writer than I thought I was at the beginning of the
year. I have come a long way from where I was when I
started here. I am very proud of myself and I can’t wait
to show the people who doubted me that I can do it”
(Ladosinski, 2021). And this student found a reading/
writing connection as they reflected on the semester:
I believe that I found my greatest strength in writing
and, I don’t mean just my poems, I mean in general
and I feel like I am writing better because I read a lot
of books throughout the semester. I think that I am
becoming a better writer and creative thinker, I think
that I am starting to come up with creative writing
ideas I never knew I could think of ” (Hilyard, 2021).
My students continue to teach me that when they write
about topics they care about in authentic ways they find
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themselves growing as writers in unexpected ways. From
my students I learn that when teachers create spaces for
independent writing they also create an increased sense
of investment, affirmation, and joy associated with
writing.
By choosing to ask students to personally reflect on
their literacy, they don’t just receive a number or a grade
that only tells them how they are growing compared
to someone else’s goals, but they are able to internalize
their learning based on their own personal goals. This
metacognitive approach is one that helps students to
see themselves as readers and writers which is promising
because they no longer view literacy as “doing school,”
but view their approaches to literacy as something they
enjoy and is applicable to their lives.

Scaling Mountains, Together
Writers understand writers. We do more than “get”
each other, we recognize the emotional lifts, drops, and
stagnation that writing can produce. During independent writing, I write with my students. Sometimes I
follow the prompt, sometimes I don’t. Sometimes I talk
about what I’ve written, sometimes not. Sometimes, as
in the case of this piece, I share with students and seek
their input, feedback, and advice. We are all writers in
my classroom. This is not merely a pedagogical design,
it is a reality that encourages students to experience
what writing looks and feels like. Ayres (2017) captures
why teaching writing isn’t enough, she believes teachers
of writers need to be writing themselves:
When teachers write, we give our students a gift.
Suddenly they have a living, breathing writer in
the room—someone who understands that writers have rocky days, who knows the difficulty of
cutting words during revision, who appreciates the
importance of feedback. When teachers write, we
stop creating assignments and begin cultivating a
community. Writers thrive when surrounded by
people who write (Ayres, 2017, p. 48).
In that spirit, I ask my writers to select pieces they want
to move beyond the classroom walls. Once a marking
period students are encouraged to choose, revise/edit,

and share a creative writing piece that surprised them.
These pieces are typically full of emotion and well-written because they are given the autonomy to select what
is shared. Some of these pieces are really impressive and
I invite students to share their work a little more publicly by becoming a “Featured Poet.” I show students
livewrite.weebly.com—where I house featured poets in
my classroom—and encourage them to read their work
aloud to the class.
Although many students would prefer me to read their
pieces, I nudge them to see if they might add their
voice to the room and get a few takers. Featured Poet
Fridays are celebrations of students, their words, their
process, and we honor them with snaps, claps, and
general huzzahs! Positive vibes only.
When the semester comes to a close. I host a readaround of student-selected works. We gather in a circle
and each share at least one piece we’re proud of. I join
in as well with my own work. We take turns giving
positive feedback and telling each writer what resonated
with us. It is an event filled with surprise, joy, and celebration. At the conclusion of our first read around, one
student said, “I wish we did this more often. It helps
us to get to know each other better and, in some ways,
it’s therapeutic but it’s still really fun.” I couldn’t agree
more.
We look for common threads and themes that might
act as chapters for an anthology of poetry. As writers,
we make hard decisions about which pieces will make
it into the anthology and which pieces don’t seem to fit
the agreed upon themes. The pieces are then curated
into an e-book of their collective work, parental/
guardian permissions are secured, and the anthology is
printed out. The agreed upon title for this group was
“Scaling Mountains” because, as one student put it
“No one ever thought we could do this. For us, school
has been like the mountain on the cover and we are
that little person you can barely see. Sometimes we feel
forgotten, but just look at what we did!”
Students were amazed by their anthology, Scaling
Mountains: Using Writing Footholds to Find Our Voice,
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and we made it available for the entire world to see:
cutt.ly/oPA25qX. To take their work a step further, I
shared the anthology with teachers, counselors, and
administrators and the students were invited to share
their work and recite their words during a School Board
meeting. See the slidedeck: cutt.ly/SPA9BDX.
My alternative education students were nervous. I
was nervous. I was not so sure AP or Honors students
would have been so eager to share their words and vulnerabilities with a room full of adults during a School
Board meeting nonetheless. But, these students—the
ones who, remember, hated reading, writing, and
speaking—gathered their courage, shared their writing
processes, and bravely entered the spotlight to shine as
brightly as their words did that evening.
After our time to speak concluded, students were
encouraged with applause, ovations, hugs, and even a
few tears. One participant shared what everyone else
was thinking when he said to the students, “Without a
doubt, this was the most moving display of student work
I have witnessed in the last ten years of attending School
Board meetings. On behalf of those gathered here today,

Photo Credits: Andy Schoenborn (upper left) and Cathy Wirth (bottom right)
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I would like to share our appreciation for sharing your
hearts, vulnerability, and your words with us this evening.” There is no grade more powerful than the genuine
recognition of an authentic audience. Especially in light
of the perceptions of students’ literacy selves in which
they had to overcome in order to be brave enough to
set foot in a School Board meeting, let alone share their
words. It was a moment I will never forget.
It’s All a Matter of Process
There is no magic wand. I am a lot like you and my
students are a lot like yours. They are equally funny
and frustrating; brilliant and baffling; and amazing and
argumentative. They are human. They are also readers
and writers who may not see themselves in that light,
yet.
I believe a love of literacy comes from within. It is
already housed inside of us and fear is the lock that
keeps it trapped. Fear of rejection. Fear of assessment.
Fear of an unfamiliar genre. Fear of vulnerability. Fear
of our own success. Yet, literacy comes from within. It
rests in the experiences, observations, and encounters
we have had and is released when we tell our truths
without reservation in a space that is welcoming,
encouraging, and, dare I say, fun. I have come to the
conclusion that a process of learning and growing
together as readers and writers is the spark that lights a
literacy flame within each of us.
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I See You
I see you, teachers,
bringing yourself to your students.
I see you, out there,
unshielded,
taking down walls,
breaking barriers,
and sharing pieces of yourself.
I see you, April,
in your words,
your wisdom, and
your wit. You amaze.
You inspire. Thank you.
I see you, Ernest,
celebrating life,
celebrating learning, and
celebrating others. You embolden.
You spark. Thank you.
I see you, Melissa,
taking in Washington D.C.,
with your ribbon dress, and
sharing beautiful words. You shine.
You impress. Thank you.
I see you, Nell,
sharing your words,
through research and scholarship,
in nurturing others. You hearten.
You motivate. Thank you.
I see you, Michael,
traveling from Texas and
lending your knowledge
of the page, for us. You influence.
You shine. Thank you.
I see you all,
Sharif and
Noor and
Troy and
Robert and
Jill and
Quan and
Megan and
Corinne and
Lucia and
Jeremy and
Jes and
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Owen and
Kristy and
Lyndsay and
Jeanette and
Jamarria and
Aaron and
Sean and
Kente and
Robin and
Dionna and
Carlin and
Raven and
Catherine and
I see you, Zuri,
who at the age of six
shares her joy of reading with
teachers wanting to learn from you!
For all those named
and those I missed,
I see you all.
Unshielded,
taking down walls,
breaking barriers,
and sharing pieces of yourself.
I see you, teachers.
Bringing yourself to your students I see you.
And, I see you, Leah,
creating spaces to gather,
inviting others to be brave,
speaking to the teacher heart
in each of us, leading the way,
encouraging us to embrace our
own sense of possibility.
Thank you,
thank you,
thank you,
a million times,
thank you for showing
us how to stretch our wings,
so we too might believe
we can fly.

Michigan Reading Journal

Standing Up and Pushing Back: Resources
from A Conversation Around Book Bans
and Censorship
by Troy Hicks, Laura Gabrion, Kathy Lester,
and Andy Schoenborn

Clare

••
Mt. Pleasant
Plymouth
•
Detroit •

Troy Hicks

Laura Gabrion

As reported in January 2022 by The New York Times,
“Parents, activists, school board officials and lawmakers
around the country are challenging books at a pace
not seen in decades” (Harris & Alter, 2022). Also, in
January 2022, NBC News argued that “[b]ook bans
in schools are catching fire. Black authors say uproar
isn’t about students” (Bellamy-Walker, 2022). And, the
PBS NewsHour has offered a number of reports in late
2021 and into the early months of 2022, highlighting
a “cultural schism” as shown in the findings from a
recent American Library Association report (Brown et
al., 2022). Book bans, based on the data and the rising
temperature in public debate, are becoming more and
more prevalent in the past two years than during comparable times in recent history.
So, what’s going on here? And, more importantly,
what’s at stake?
What’s going on, succinctly, is that culture is an
ever-evolving set of norms and expectations where
individuals and communities are in a constant state of
negotiation over what we deem to be “appropriate” in
any given context with our values of free speech and
the right to choose what is best for us as individuals.

Kathy Lester

Andy Schoenborn

As parents and community members work to reconcile
their own deeply-held beliefs with what they might
perceive to be a threat to their own children’s well-being (or the community’s children, more broadly), there
are bound to be tensions. The latest iterations of these
battles are now playing out in concerns about silencing LGBTQIA+ (lesbian, gay, bisexual, transgender,
queer/questioning, intersex, asexual/ally, and a number
of other identities) and BIPOC (Black, Indigenous,
and people of color), and have also had parallel battles
related to many recent political issues, especially those
in schools, such as bans on transgender student athletes
and critical race theory.
What’s at stake then is that the battles are the same as
they ever were, just taking on a renewed form. In the
sense that we want all of our students to love reading
and to give them choices in what they read (and, in
turn, then write about), this is a matter of meeting
each student where they are at in their literacy journeys. In other words, as literacy educators, we have a
professional responsibility to provide access to diverse
voices found in books, even if—or, perhaps, we could
say especially if—those books deal with difficult topics.
Our professional organizations have been working on
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the topic of book bans and censorship for decades, and
there are countless resources available to us in order to
counter these kinds of challenges in our own classrooms
and communities. Yet, the fight happens each day, in
small moments, and each of us needs to be prepared
to take on these challenges in our own classrooms,
schools, and communities.
So, before we share our reflections on these resources,
we provide just a bit more context as to how we arrived
at the moment leading to the writing of this article,
brought forth from a conversation at the Michigan
Reading Association Annual Conference just a few
weeks ago.

Opening the Conversation at the
Michigan Reading Association’s
2022 Conference
In conversation during the Michigan Reading Association’s Board of Directors meeting in January 2022,
board members began to express their concerns, echoing what they were already hearing in their classrooms,
schools, districts, and communities. As a way to summarize these concerns and to take action, Laura Gabrion (Wayne RESA) and Troy Hicks (Central Michigan
University) volunteered to prepare a session for the
March 2022 MRA conference. Entitled “Standing Up
and Pushing Back: A Conversation Around Book Bans
and Censorship,” the session attracted approximately
two dozen participants, and numerous resources were
added to an openly available Google Document.
Among the participants in the session, two colleagues
were very helpful in contributing additional ideas to
the shared document. First, we appreciate the many
contributions of Kathy Lester, School Library Media
Specialist and Technology Coach at East Middle
School in Plymouth-Canton Schools, who serves as a
past-president of the Michigan Association for Media
in Education (MAME) and the incoming president of
the American Association of School Librarians. Additionally, MRA’s vice-president and conference chair for
2023, Clare Pioneer High School English Teacher Andy
Schoenborn was also part of the conversation. Andy
serves as a past-president of the Michigan Council of
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Teachers of English (MCTE) and, through the 2021-22
academic year, as an interim co-president. Both Kathy
and Andy contributed several ideas to what Laura and
Troy had already begun drafting in that Google Document, which led to a small working group who—in the
month of April 2022—drafted a collaborative position
statement to be approved and distributed by the boards
of MAME, MRA, and MCTE in the months ahead.
While the work of this group continues through the
drafting of a joint position statement on the freedom to
read in Michigan, this article summarizes the curated
list of resources that were collected during our session
at the MRA conference. And, because the Google Doc
noted above is open and editable, other educators who
wish to add to it can do so by following the case-sensitive Bit.ly shortlink provided here or by scanning the
QR code in Image 1 (bit.ly/standing-up-MRA-2022).
If only to have some sense of the wide range of
resources that are available, we strongly encourage
readers to view this document and consider sharing it
with their own English/language arts faculty learning
communities, library and media specialists, school
administrators, school board members, and, of course,
to the extent that the resources are age-appropriate and
useful, their own students as well as their parents and
caregivers.

Image 1: A QR code that leads to a shared, editable
Google Document where participants shared
resources related book challenges, bans, and
censorship.
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Here, we hope to provide brief annotations on the
many resources available, nearly all of which are
hyperlinked in the Google Document. For this article,
we have gathered these resources from the professional
organizations that created them. However, it should be
noted that in the Google Document, the list is there
as a series of running notes from our session. What
we have tried to do in this article, at least briefly, is to
add a bit more context about each of these resources
and to consider the ways in which you, too, might find
them to be useful in your own classrooms, schools, and
communities.
Also, Andy has been gracious enough to provide a copy
of his “reading letter” that he sends home with students at the beginning of each school year, shown as an
appendix at the end of this article. In a passionate plea
coming from his own perspective as a parent, step-parent, and educator, he notes that “[t]his letter is long, but
the assumptions it rests upon are too important to be
treated in a superficial manner. Please take the time to
read this and know what you’re signing before you do.”
He goes on to note, “Because I respect your role as caretakers and the traditions you hold sacred, if you want
me to more closely monitor your child’s choices this
semester, by all means, call me and we’ll work out a plan
that we can both contribute to.” Still, in sharing this
letter/permission form, he also makes it clear that “[he]
will not place a tight filter on what is read in this class
and [he is] asking for [their] support in this.” Andy’s
letter is available as a copyable Google Document from
the shared notes document linked above, and he welcomes you to use it as a mentor text for your own letter.

Resources from the
American Library Association
As “the oldest and largest library association in the
world,” founded in 1876, the American Library
Association, or ALA (ala.org), serves thousands of
librarians around the country in efforts to advocate
for literacy, intellectual freedom, and the profession of
librarianship (American Library Association, n.d.). As
Kathy reminded us during the MRA session, there are
numerous state-level branches of the ALA, including
the Michigan Association for Media in Education,

or MAME (mimame.org), and the main hub of the
ALA’s advocacy activity links to additional resources on
book bans, intellectual freedom, and privacy (ala.org/
advocacy). MAME, too, has an advocacy page available from the main website, with an “advocacy toolkit”
link that leads to a Google Drive folder with dozens
of resources including templates for letters, updated
reports and statistics, and infographics related to the
state of school librarianship in Michigan.
Of note, during the session, a few resources were
highlighted:
•

•

First, we discussed the “ALA Statement on Book
Censorship,” which was released in November
of 2021 “[d]ue to a dramatic uptick in book
challenges and outright removal of books from
libraries” (2021). The statement reiterates the
idea that the current push is focused mostly on
books that highlight LGBTQIA+ and BIPOC
authors and characters, and that this contemporary effort mimics those that we have seen historically, and what led to the initial “Freedom to
Read Statement” nearly 70 years ago (1953). It
could be useful to share with school boards and
administrators, as well as community members
who are likely to adopt a stance against book
censorship and bans (ala.org/advocacy/statement-regarding-censorship).
Then, we looked at a resource produced by one
of ALA’s constituent groups, the Association for
Library Service to Children, and their “Everyday Advocacy” website (ala.org/everyday-advocacy/home). Focused on five themes—“be
informed,” “engage,” “get inspired,” “share
your story,” and “speak out,” the resources in
“the Championing Children’s Services Toolkit”
are geared, of course, for librarians, yet speak
broadly to all educators, parents, and caregivers
who want to serve as advocates for libraries
and librarians (Association for Library Service
to Children, 2018). There are tips for crafting
a clear and coherent message through social
media, a spoken “elevator pitch,” and through
organized advocacy events.
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Another timely resource produced by ALA
shared the results of a national survey of
“1,000 voters and 472 parents of children in
public school” conducted from March 1-6,
2022. Available in their “Voters Oppose Book
Bans in Libraries” page, the survey showed
that “[l]arge majorities of voters (71%) oppose
efforts to have books removed from their local
public libraries” and that they “have confidence in their local libraries to make good
decisions about what books to include in their
collections” (American Library Association,
2022). This highlights the point that a vocal
minority of constituents are making the most
noise about banning books and that consensus
opinions about the matter demonstrate trust in
libraries and librarians (ala.org/advocacy/voters-oppose-book-bans-libraries).
Finally, Kathy shared a poster that summarizes
key points from the ALA’s “Office for Intellectual Freedom” (OIF) with an outline of their
“Pause and Prepare” method for dealing with
book challenges. The steps include familiarizing yourself with the books under challenge,
engaging with your librarian, reviewing district
and school policies related to book challenges,
avoiding performative protests, reserving judgment based only on short passages of a text,
sharing and collaborating, protecting students’
rights, and reporting censorship to the ALA.
Kathy’s poster is available as a link in the
shared Google Doc, and more can be found on
the OIF’s page (oif.ala.org/oif/).

of thousands of literacy educators in nearly every
country around the world. Their “Children’s Rights
to Read initiative” is the flagship program that both
fights for access to books and other literacy-related
materials as well as students’ right to select their
own reading materials (literacyworldwide.org/
get-resources/childrens-rights-to-read). Of their
“10 Rights,” the third—“Children have the right to
choose what they read”—is of most consequence to
this discussion of censorship and book bans.
Though the ILA does not seem to address the issue
directly in their resources related to the “Children’s
Rights to Read initiative,” it is implied in the sense that
they advocate for the idea, in their white paper “The
Case for Children’s Rights to Read,” that “[c]hoice
of reading material requires access to and experience
with a wide range of texts” (2018, p. 8) and by the fact
that they are one of the dozens of organizations and
publishers that have signed on to the National Coalition Against Censorship’s (NCAC) “Statement on the
Attack on Books in Schools” (2021).
Of the many additional resources created and shared
by ILA, all available as links on the Google Doc, the
following are of note:
•

•

As with all the organizations listed here, there are
countless numbers of additional resources on the ALA’s
page, as well as from their constituent groups. We welcome readers to contribute links to our shared Google
Document.
•

Resources from the
International Literacy Association
The International Literacy Association, or ILA
(literacyworldwide.org), founded in 1956 as the
International Reading Association, supports tens
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A February 18, 2022 blog post by author
Mark Weakland, in which he discusses how
Texas parents tried to ban his book When
Wilma Rudolph Played Basketball (Weakland,
2022).
ILA’s Children’s Literature & Reading Special
Interest Group often produces book reviews,
sometimes related to titles that are being
challenged, such as the two posts linked on the
Google Document: “Stand Up for Your Right
to Read” and “Challenged Books Can Hold
Great Insight.”
Though it will certainly be done by the time
this article goes to press, our hope is that
a recording of an April 28, 2022, webinar entitled “Censorship in School Libraries Across
the Globe” will be made available on ILA’s
website.
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Rationale Database” with support from a
Penguin Random House Education Grant
(National Council of Teachers of English,
2022). Though NCTE has long supported
educators by developing rationales for books,
these were only available by request and, soon,
will be available in a searchable database on the
NCTE website.

Resources from the
National Council of Teachers of English
The National Council of Teachers of English, or NCTE
(ncte.org), founded in 1911 as a constituent group in
the National Education Association, has since become
an organization of over 25,000 members. Of note,
NCTE began fighting censorship in the 1950s and now
has a robust Intellectual Freedom Center. A collection
of materials on the University of Illinois’ library archive,
“The Fight Against Censorship in the Classroom,”
shows NCTE’s history of opposing McCarthyism and
their publication in 1962 of “The Student’s Right to
Read,” which is now available as a position statement
on NCTE’s website (National Council of Teachers of
English Archives at the University of Illinois, 2009).
Within that position statement, there is a “Request for
Reconsideration of a Text” that could be shared with
parents, caregivers, and community members who wish
to register a concern with their school’s administration
or board of education.

Additional Resources Related to Book
Challenges, Bans, and Censorship
There are countless numbers of individuals and organizations also working to protect free speech and raise
awareness about book bans and censorship. Among
them:
•

There are, of course, numerous resources for teachers
on NCTE’s Intellectual Freedom Center, including the
following, which are linked in the Google Doc:
•

•

•

•

A collaboration with NCAC that led to the
“Free Expression Educators Handbook” (also
known as the “Responding to Book Challenges: A Handbook for Educators” in November 2020.
With NCAC and the National Council for
Social Studies, National Council of Teachers of
Mathematics, and National Science Teaching
Association, they collaboratively developed a
“Freedom to Teach: Statement against Banning
Books.”
And, as it relates to creating robust spaces for
reading in each classroom, they released in
2017 a “Statement on Classroom Libraries”
that, among other goals, “provide[s] access to
multiple resources that reflect diverse perspectives and social identities” (National Council of
Teachers of English, 2017).
Finally, in early March of 2022, NCTE
reported that it would be creating a “Book

•

Pen America (pen.org) supports a set of Advocacy and Action resources that include research
reports, articles, writers and artists at risk, and
ways to take action. Worth noting is their
research report entitled “Banned in the U.S.A.:
Rising School Book Bans Threaten Free
Expression and Students’ First Amendment
Rights.” On the report’s website, they contend that “[i]t is not just the number of books
removed that is disturbing, but the processes–
or lack thereof–through which such removals
are being carried out,” and that the book bans
affect a net total of over two million students
across more than half the states in the nation
(PEN America, 2022). Also, their Chief Executive Officer, Suzanne Nossel, is the author of
the 2020 book, Dare to Speak: Defending Free
Speech for All (2020), and there are numerous
interviews with her available online.
As mentioned above, the National Coalition Against Censorship, or NCAC (ncac.
org), was founded as an affiliated group with
activists from the American Civil Liberties
Union (ACLU). Their website features a form
to submit reports of censorship, and their
resource collection includes specific items for
dealing with book bans, as well as for audiences of educators, librarians, school officials,
activists, and youth themselves. Additionally,
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•

•

their Kids’ Right to Read Project (KRRP)
includes a book censorship toolkit, an interactive database of youth censorship cases, a
resource for defending LGBTQ stories, and a
discussion of the First Amendment in Schools.
The Educator Collaborative’s (theeducatorcollaborative.com) Spring 2022 Closing Keynote
Panel offered several insights and resources
related to the idea of “Thoughtfully (and Proactively) Responding to Book Challenges” (The
Educator Collaborative, LLC, 2022). Starting
at about the 17:00 minute mark, Shawna
Coppola describes the nuances and differences
between the terms “challenge,” “ban,” and
“censorship” as it relates to the entire process of
books being banned. In addition to discussing
the process for book selection as well as dealing
with challenges, Christopher Lehman and Dr.
Lois Barker Mitchell engage in a frank discussion about how to welcome LGBTQIA+ and
BIPOC colleagues to the table so they are seen
and heard beginning at about 47:40.
The PBS NewsHour has a number of segments on book bans, including segments such
as “Push to Purge Some Books from Schools
Highlights Nation’s Cultural Schism” from
April 2022 (Brown et al.) and “School Librarians Speak Out against Recent Upsurge in
Attempts to Ban Books” from December 2021
(School Librarians Speak out against Recent
Upsurge in Attempts to Ban Books, 2021). A
search of “book bans” on the main PBS website will yield over a dozen more, including an
episode from their video essay series, It’s Lit,
exploring the “fiery history” of book banning
(The Fiery History of Banned Books, 2020).

opportunities for literacy learning that we can make
available to them.
As author Art Spiegelman described in an interview
with Walter Issacson in a February 2022 episode of
Amanpour and Company when his book Maus was
banned from a school in Tennessee, the issue is not
about the book itself, but the fact that the school board
members and parents who are concerned “keep not
talking about the real issues,” which are actually centered on a deeper conversation about when, why, and
how we teach the Holocaust to our children (“Maus”
Author, 2022). In short, book bans are rarely about the
book itself.
While in many ways frustrating and sometimes outright contentious, we can also frame conversations
about books in a generative manner, inviting students,
colleagues, administrators, parents and caregivers,
school board members, and community members into
deeper dialogue about our shared beliefs in providing all students with the resources and opportunities
that they need in order to be successful in school, the
community, and life. As one final resource for this
work, please know that the Michigan Association for
Media in Education (MAME), the Michigan Council
of Teachers of English (MCTE), and the Michigan
Reading Association (MRA) all approved, in May
2022, a joint statement affirming Michigan’s students’
Freedom to Read, available to read and share (bit.ly/
MIrightread). We hope that the ideas and resources
shared here will help you as you stand up and push
back on book bans.

Conclusion
As we pause to reflect on what brought us to the conversation about book challenges, bans, and censorship
at the MRA conference in March of 2022, we find
that it really is what has brought us to conversations
about books, literacy, and learning for a collective 100+
years of shared experience in the classroom, library,
school, and community: children deserve the best
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The Freedom to Read in Michigan
A Joint Statement Prepared by
Michigan Association for Media in Education (MAME)
Michigan Council of Teachers of English (MCTE)
Michigan Reading Association (MRA)
5/14/2022

“The freedom to read is essential to our democracy.” (ALA, “The Freedom to Read Statement,” 2004).
While there are always a number of overlapping concerns related to books in our schools — including
adequate school funding to purchase materials, as well as to provide certified library staff that support
inclusive collections — as three professional organizations committed to literacy and learning, we focus
our shared attention at this moment on this matter of concern: the Freedom to Read in Michigan.
We are inspired by and indebted to the American Library Association’s 2004 statement, “The Freedom
to Read,” which was first written in 1953 and revised over decades to represent the social, political, and
cultural contexts in which book challenges — that sometimes lead to book bans and, through the bans,
censorship — is as relevant now as ever. As the ALA affirms, “Now as always in our history, reading is
among our greatest freedoms,” and we must continue to assert our rights and protect that freedom.
Book challenges and bans are not new, though the reasons for various stakeholders to push for challenges
and bans take on new forms over time. In the past, for instance, “obscenity” was a common cause for
challenging a book; today we see how those who wish to ban books still fear “obscenity,” and also fear that
their own children may feel “guilt” or “shame” about themselves. No matter the reason, these challenges
persist, and need to be addressed in a direct, clear, and swift manner.
To that end, as we consider the diverse nature of our state’s citizens and needs of various K-12 school
communities, we outline interrelated elements including the principles and the stakeholders that are
connected to The Freedom to Read in Michigan, noting the crucial role of each.

Principles
As literacy educators, we commit to the following principles in our own statement on the freedom to read.
Diversity
We support diverse library collections that affirm the identities and lives of children and youth. The
United States is a patch-work quilt of colors, ethnicities, traditions, and beliefs. So, too, are the children
who enter our schools. As argued by Dr. Rudine Sims Bishop, we want children to see themselves, and
the greater world, in our library collections through metaphorical “mirrors, windows, and sliding glass
doors” (1990). The mirrors reflect their own experiences, windows offer a view of the world beyond
their own experiences, and sliding glass doors invite them to step into new worlds to build empathy and
understanding of multiple perspectives. To that end, we encourage all stakeholders to explore and embrace
diverse and inclusive books.
Spring 2022, Vol. 54, No. 3
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Literacy
We believe that literacy is essential to success in life, both inside and outside the classroom. Literacy
success is strongly correlated with not just academic success, but also college and career access and success,
health outcomes, life expectancy, and even incarceration rates. In addition to high-quality instruction,
robust library collections that include up-to-date, curated print and digital materials support this success.
Children who find books that they like and which resonate with their identities and experiences will,
indeed, read; the ideal place to find books to support curricular and personal interests is in a school library.
Reading is the best way to improve literacy, foster empathy, create critical thinkers and, according to the
ALA (2019), “promote intellectual freedom.” To that end, we encourage literacy in all its forms, and
especially through school libraries.
Censorship and Intellectual Freedom
We are committed to supporting intellectual freedom and our students’ right to read. While we recognize
that various constituencies will have different opinions about the content and quality of the books in
our libraries, we are committed to challenging censorship, as protected by the First Amendment. To
maintain vibrant library collections while responding to community concerns, we support the processes
for challenging and — only if absolutely necessary — removing books from our schools.
If policies and procedures for selection and reconsideration are not yet in place in every district, they
should be.
Moreover, the ways in which various stakeholders are identified and invited to the development of such
policies is crucial. To the extent that it is feasible, we believe that students from the school — elementary,
middle, or high school — who would be affected by the ban should also be part of the procedure.

Stakeholders
Students’ Rights
Children, with the guidance of their parents and caregivers, have the right to make choices about what they
read as individuals. The First Amendment guarantees this right to choose and parents should be involved
in those choices. However, no individual, group of individuals, legislator, community member, or even
school board member, based on their own personal beliefs or political viewpoint, can dictate what all
students are — or are not — allowed to read. As NCTE argues, “we respect the right of individuals to be
selective in their own reading” (2018). In all cases, we believe that students themselves must have a voice
in this decision.
Parents’ and Caregivers’ Rights
We believe that parents and caregivers have always had and should retain the right and responsibility to
guide, select, and monitor their own children’s reading material; however, parents and caregivers do not
have the right to limit or prevent other childrens’ reading, even when those materials may contrast with
their own personal beliefs. Parents and caregivers do have the legal right to review and/or petition texts
— through their local school’s board-approved processes and established library collection development
procedures — or to ask for alternative selections for their own children.
School Librarians’ Rights
School librarians have the right to curate a current, diverse, and inclusive school library collection based on
established collection development policies that “support the developmental, cultural, social, and linguistic
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needs of all learners” (AASL, 2020). As professionals, they are entitled to due diligence and adequate
protections from their school administration and, as local contracts allow, their union. Moreover, the
school library is a classroom; school librarians, as educators, have the same rights as teachers to select,
display, and encourage students to read a variety of books.
Teachers’ Rights
We believe that teachers have the right to select whole-group, small-group, and individual texts for their
classrooms based upon “the contribution each work may make to the education of the reader, its aesthetic
value, its honesty, its readability for a particular group of students, and its appeal to young children and
adolescents” (NCTE, 2018). Knowing their students' particular passions, questions, and goals, teachers
can select and suggest books that meet them where they are, both to build their skills and motivate them
to read a variety of authors and genres in support of their continued literacy learning.
Administrators’ and School Board Members’ Rights
We believe that administrators and school board members have the right to develop and follow schoolrelated policies, including those related to book selection. We also realize that they are balancing the needs
of many (and oftentimes competing) constituencies. As they facilitate conversations and enact policies, they
must listen deeply to hear questions and concerns from these stakeholders. Yet, they must also stand firm
for the rights of all students, providing insights to the community about culturally responsive instruction
regarding the topics and themes that are relevant to the wider audience of readers in their school.

Conclusion
At a time when book challenges and bans are on the increase around our country, we affirm students’ rights
to read and parents’ and caregivers’ rights to guide their students’ choices. We also affirm the rights and
responsibilities of school librarians, teachers, administrators, and School Board members to offer books
inclusive of the diversity found nationwide. In partnership with parents and caregivers, administrators,
and colleagues, we stand firm in our belief that choice reading leads to stronger readers, critical thinkers,
lifelong learners, and empathetic citizens essential to our democracy.

The Board of Directors of the following organizations have affirmed and support the above statements:
• Michigan Association for Media in Education (MAME)
• Michigan Council of Teachers of English (MCTE)
• Michigan Reading Association (MRA)
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$SSHQGL[$QG\6FKRHQERUQ·V/HWWHUWR3DUHQWVDQG&DUHJLYHUV

Hello Caretakers,
A central goal of improving reading and writing is to establish a reading habit in the busy lives of
seniors in high school. I am hoping we can work together to recapture the pleasure and passion of
readers. This letter is long, but the assumptions it rests upon are too important to be treated in a
VXSHUÀFLDOPDQQHU3OHDVHWDNHWKHWLPHWRUHDGWKLVDQGNQRZZKDW\RX·UHVLJQLQJEHIRUH\RXGR
The best books challenge our beliefs by helping us see through different eyes - to live a different
life. For example, Nineteen MinutesE\-RGL3LFRXOWZDVZLOGO\SRSXODULQSUHYLRXV\HDUVEXWLWLV
DERXWDVFKRROVKRRWLQJDQG,WKLQNZH·GDOOUDWKHUEHOLHYHWKDWFRXOGQ·WKDSSHQKHUHDQGGRQ·WZDQW
to live the details. Yet reading allows us to confront our worst fears and live through them. Students
love this book and I recommend it to them.
,ZRQ·WNQRZWKHGHWDLOVRIHYHU\ERRNVWXGHQWVUHDGDQGUHIHUWRWKLVVHPHVWHUDQG,ZRQ·WUHmember the details of all the books I recommend to students. What I seek for all of my students is
a compulsion to read - for pleasure - for knowledge - for a passion for story or information that will
keep them into the pages of a book past our assigned time for reading - past our goal of reading a
FRXSOHRIERRNVWKLVVHPHVWHUWRRUERRNVLQZHHNV7KHEHQHÀWVDUHWUHPHQGRXV+HUH
are a few:
•

5HDGLQJUHOLHYHVVWUHVV Senior year is stressful. Reading takes you out of the present and
into another place and time; it is a perfect escape.

•

5HDGLQJEXLOGVVWDPLQD to prepare students for college. Reading for an hour or two in one
sitting is a basic expectation in college. In this class we will exercise muscles soon to be
VWUDLQHGLQWKHFRPLQJ\HDUV5HDGLQJIRUÁXHQF\DQGVWDPLQDKDVEHHQSURYHQWRLPSURYH
WKHUHDGLQJUDWHIRUVWXGHQWV)DVWUHDGLQJGHYHORSVFRQÀGHQFHDQGDQDSSHWLWHIRUERRNV
as well as teaching vocabulary in context, which improves writing, but it only happens when
VWXGHQWVÀQGERRNVWKH\ZDQWWRUHDG%XWWKHWUXWKLVVRPHRIWKRVHERRNVPLJKWPDNH\RX
uncomfortable.



7KHUHLVDORWRIWDONLQWKHPHGLDWKDW¶VWXGHQWVWRGD\ZRQ·WUHDG·EXW,EHOLHYHVWXGHQWV
substitute all of those other distractions (the internet, TV, etc.) if they feel no passion for the
ERRNDVVLJQHGWRWKHP,QP\H[SHULHQFHVWXGHQWVZKRKDYHQ·WEHHQUHDGHUVVLQFHHOHPHQtary school will suddenly become quite passionate about reading with WKHULJKWERRN in their
KDQGV%XWWKRVHERRNVPLJKWFKDOOHQJH\RXUYDOXHV,VWKDWRND\ZLWK\RX"&DQ\RXUFKLOG
choose to read CrankE\(OOHQ+RSNLQVZKLFKGHOYHVLQWRDWHHQDJHU·VGUXJDGGLFWLRQ"

,EHOLHYHZHKDYHWRWUXVWWKHVH\RXQJDGXOWVPRUH:HKDYHWRWUXVWWKDWERRNVZRQ·WFRUUXSWWKHP
anymore than the movies The Dark Knight or It might.
,WLVPRUHLPSRUWDQWWKDWWKH\·UHUHDGLQJ6R\RXPD\SLFNXSDERRNOHIWEHKLQGRQDQLJKWVWDQGDQG
open to a passage with the details of a group of child soldiers in Sudan mercilessly slaughtering
an entire village (A Long Way Gone: Memoirs of a Boy SoldierE\,VKPDHO%HDK DQGZRQGHUZK\
reading it is a homework assignment, and I will answer, “Your son or daughter chose it.” I might
have recommended it because I read it and loved it, or the book may be unfamiliar to me because
\RXUFKLOGERUURZHGLWIURPDQRWKHUVWXGHQW7KHERWWRPOLQH,ZLOOQRWSODFHDWLJKWÀOWHURQZKDWLV
UHDGLQWKLVFODVVDQG,·PDVNLQJIRU\RXUVXSSRUWLQWKLV,KRSH\RXZLOOWDONWR\RXUFKLOGDERXWZKDW
he/she is reading this trimester.
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,VXJJHVW\RXJHWDFRS\RIDERRNDQGUHDGLWLI\RX·UHFRQFHUQHGDERXWWKHFRQWHQW7KLVSDVWVXPmer, my daughter read Thirteen Reasons WhyE\-D\$VKHUDQGZKHQ,VWDUWHGUHDGLQJLW,GLGQ·W
like it at all. When I discussed it with Kendal, I was amazed at her maturity and deep understanding
of the purpose of literature—even controversial literature. As a parent, I resisted how much I did not
want Kendal inside the head of a girl shaming others for her suicide, and instead trusted Kendal to
make sense of it in coming to know this world. If you want to know more about a book your child is
reading, please try the School Library Journal web site, the American Library Association website,
RUHYHQ$PD]RQFRP2UFDOOPH³,·OOWHOO\RXZKDW,NQRZ
%HFDXVH,UHVSHFW\RXUUROHDVFDUHWDNHUVDQGWKHWUDGLWLRQV\RXKROGVDFUHGLI\RXZDQWPHWR
PRUHFORVHO\PRQLWRU\RXUFKLOG·VFKRLFHVWKLVVHPHVWHUE\DOOPHDQVFDOOPHDQGZH·OOZRUNRXWD
plan that we can both contribute to.
,I\RXVLJQWKLVLWPHDQV\RXXQGHUVWDQGERRNVZRQ·WEHEDQQHGLQP\FODVVURRPDQG\RXUFKLOGZLOO
be allowed to choose what he/she/they read(s).
Thanks for your support,
Andy Schoenborn
362XUFODVVURRPEHQHÀWVHYHU\\HDUIURPFDVWRIIV3OHDVHVHQGERRNV\RXQRORQJHUQHHGWRRXU
OLEUDU\HVSHFLDOO\RQHV\RX·YHORYHGLI\RXFDQEHDUWRSDUWZLWKWKHP%HWWHU\HWFRPHWRFODVV
and share a book with us. Share your passion for reading; get to know these amazing students at
3+6,ZRXOGORYHWRKDYH\RXMRLQXVVRPHPRUQLQJ7KDQN\RX
I have read and agree to the contents of this letter.

__________________________
VWXGHQW·VQDPH
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Great Lakes, Great Books:
A New Season
by Lynette Marten Suckow
•
Marquette

As winter gives way to spring, nature produces new
leaves on trees and new shoots from flower beds. Spring
also introduces Michigan readers to a new season of
Great Lakes Great Books. The GLGB Award committee
met in late January to create a new list of book recommendations for the 2022-2023 school year. Check out
some of the highlights that sprouted from that diverse
list, and then read them all!
The GLGB committee takes on the task of reading
as many children’s and teen books as possible, published within the last two years, to narrow down the
list and select forty of them. We introduce these to
K-12 classrooms as some of the best books available
on the market. Teachers and librarians are encouraged
to provide students with books from their grade-level

Image 1: Screenshot of the MRA website with navigation to the Great Lakes Great Books page with lists
of previous winners, teacher resources, and the ballot
for next year’s nominees.
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lists and allow them to vote on their favorites. Great
Lakes Great Books is just one way that the Michigan
Reading Association promotes student participation
in the reading process. Look for a classroom ballot,
promotional bookmarks, last year’s winning titles, and
the opportunity to nominate your favorite new book at
www.michiganreading.org under the three lines indicating more options, the Awards tab, and the Great Lakes
Great Books button (Image 1).
Bird House by Blanca
Gomez (Abrams, 2021)
spotlights the recent trend
of talented new authors
who illustrate their own
writing. Gomez uses solid
geometric shapes and
patterned backgrounds to
enhance the sparse, but
thoughtful, text about a
young girl and her Abuela.
A wintery walk in the park leads the pair to an injured
bird, which they take home to care for. The young girl,
who adores her grandmother anyway, immerses herself in the process of restoring the bird to good health.
When the bird is healed, they set it free, and their life
returns to normal. Months later, the bird makes a surprise return to Abuela’s balcony. The girl asks to keep it,
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but her grandmother wisely says, “No darling, the bird
doesn’t belong to us.” Readers will experience a tug on
their heartstrings and a reminder that wildlife is meant
to live in the wild.
Dear Treefrog by Joyce
Sidman (Houghton
Mifflin Harcourt, 2021).
Written in two voices,
Sidman tells the story of
the common gray treefrog
in biological and scientific
terms, while using poetry
to describe a young girl
who makes the treefrog
her focus as she moves
into a new house. Before the first word is written, the
illustrator, Diana Sudyka, uses gouache watercolor to
portray the apprehension of our protagonist as the
moving van is unloaded into her new home. The poems
follow her first year of exploring the outdoors nearby,
from the first moment she spots the treefrog, camouflaged against a leaf, to finding a friend who shares the
joy of nature’s quiet wonders. The parallel stories cover
one full year in the lives of a typical treefrog and a
child starting over in a new place. Short, easily readable
poems allow readers to identify with a shy youngster
who slowly adjusts to her natural surroundings.
Nicky & Vera: A Quiet
Hero of the Holocaust and
the Children He Rescued
by Peter Sis (W. W. Norton,
2021) holds its own next to
his other Caldecott Honor
books, Starry Messenger:
Galileo Galilei (Macmillan,
2000) and The Wall: Growing
Up Behind the Iron Curtain
(Macmillan, 2007), also
featuring storylines of governmental persecution,
accompanied by artwork that inspires a second look.
Sis reveals his amazing storytelling skills by tackling
the topic of the Nazi invasion of Czechoslovakia in
1938, while keeping the reader’s interest with complex

imagery of pattern, intricate detail, and muted colors.
It is the dual story of Nicky, a Jewish German living
in England, and Vera, one of 669 children rescued
from Czechoslovakia and taken to England by a series
of trains. These “kindertransports” were organized
by Nicholas “Nicky” Winton, a London banker who
financed the transport of Czech children to England
in 1939, as the German army advanced to take over
Eastern Europe. With sparse text blended into full-page
illustrations, Sis rolls out history in an honest fashion.
Historical notes are included at the back of the book.
Readers will want to read it a second time to notice
extra information discreetly incorporated into the
illustrations.
The Curse of the Mummy:
Uncovering Tutankhamun’s
Tomb by Candace Fleming
(Scholastic, 2021) guides
readers through expansive
background information about
royal burials in Egypt’s Valley
of the Kings before narrowing
her focus to the sensational tale
of King Tutankhamun’s Tomb.
This early twentieth century
archaeological dig has been researched and retold over
the last hundred years. The curse that surrounded Lord
Carnarvon and Howard Carter, who headed up excavation of the tomb, has been used to fuel horror stories
about mummies coming back to life and to spark
investigations into the supernatural. Fleming’s retelling
is factual, and includes more than 75 historical photos,
as well as an extensive bibliography, source notes, and
index. Despite its nonfiction status, the book reads like
a novel, with a number of personalities that clash, the
effects of government politics, the challenges of the
Egyptian climate, and the dangerous work of tomb
excavation all blending together into a gripping narrative form.
Hurricane Summer by Asha Bromfield (Macmillan,
2021) opens with Tilla traveling to Jamaica, her
father’s homeland, for the first time in ten years.
She is making the visit with her younger sister, Mia.
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During that decade, however,
she has continually longed
for her father’s approval and
finds herself going down all
the wrong paths to find it.
Upon arrival in Kingston,
Jamaica’s capital city, Tilla and
Mia’s father greets them and
leaves them in the care of his
extended family, who live in
the countryside. Nine-year-old
Mia has no problem connecting with the family, but
Tilla is the object of jealousy by her cousin Diana, who
resents her Canadian, middle-class upbringing, and
then tells lies about—and plays dangerous tricks on—
her. Driven to find friendship with some of her male
cousins and friends, she makes many of the typical
teenager’s kinds of bad choices while rumors of promiscuity begin to circulate. As Tilla unwittingly finds
out the truth behind her father’s behavior—as well
as Diana, and her Aunt Herma and Aunt Adele—she
puts the pieces together, considering the culture and
poverty of her Jamaican family. At the same time, a
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hurricane hits the island and causes destruction everywhere. Tilla feels that she’s also experienced a personal
hurricane, destroying the beliefs she grew up with, and
prompting her to cut off the toxic relationships she
endured over the summer. The physical and emotional
events of the summer will allow Tilla to build a new
resilience within herself. In addition to the compelling
storyline, this book begins with a Patois Word Bank to
help American readers connect with the dialect used by
native Jamaican speakers, making it accessible for many
readers.
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The Spirit Murdering of Black
Kindergarteners by the Lock and Load
Literacy Routine
by Amber Lawson
One of Michigan’s largest public education school systems, a historically multicultural district, recently provided their teachers with professional development to
better support learners in kindergarten through second
grade. Specifically, kindergarten teachers received
training on Brainspring’s Phonics First Program (brainspring.com), which included a “lock and load” strategy
designed to teach students high-frequency words while
using kinesthetic movement. While implementing
the strategy, students are taught to emulate shooting guns with their arms while saying and spelling
high-frequency words. I learned about the strategy
from a teacher in the district as she was completing the
self-paced e-learning training. This piece urges readers
to reconsider this or any similar strategy, especially for
Black children, but any children.
When I was first introduced to strategy by its name,
lock and load, the first thing that came to mind was
guns. Guns were and still are harmful today to the
Black community, especially given the realities of police
brutality. In her book, Cultivating Genius: An Equity
Framework for Culturally and Historically Responsive
Literacy, Muhammad (2020) shares an excerpt from
a Black newspaper from 1896. In the article, a White
sheriff shot into a crowd of Black boys, killed one of
the boys, wounded others, and claimed he was ordered
to shoot over the crowd. Over one hundred years later,
the same senseless killings of Black bodies occurs in
our communities across our nation. Fast forward to the
present day; we have witnessed the killings of George
Floyd, Breonna Taylor, Ma’Khia Bryant, and others.
Even with the heightened protest during the pandemic
to demand police officers stop killing Black people and
calling it “public safety,” a strategy such as lock and load
found its way into many Black children’s home-awayfrom-home—their classroom.

East
Lansing•

Amber Lawson

Teachers must take into consideration the trauma
students experience. In the United States, “individuals
carry out countless offenses against...Black bodies on
a daily basis and it’s killing...[the Black community]
slowly but surely” (Philips, 2021, p. 1), both physically and spiritually (Muhammad, 2020; Love, 2016).
For example, a kindergartener may have lost a family
member or a member in the Black community to gun
violence or police brutality. Imagine being a five-yearold dealing with emotions of grief and unexpected loss,
going to school and being told to “lock and load.” As
a five-year-old, you may not have the words to express
your emotions, and what if a teacher views resistance to
the strategy as disengagement and defiant? As a result,
learning to read becomes traumatizing in addition to
everything else you are experiencing. While this large
school district is not the creator of the strategy, as educators of Black children, members of the district should
be aware of the potential agony the lock and load strategy could cause students.
At the same time, implementing the lock and load
strategy sends a double standard message to students.
Suppose a student brings a toy gun or an actual gun
to school—as one student did during the horrifying
Oxford High School shooting tragedy. In these cases,
the student would receive consequences by the school’s
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or district’s policy. Nevertheless, a double standard is
enacted when teachers are allowed to implement the
strategy for literacy instruction, while causing harm to
learners at the same time. Implementing the lock and
load strategy for literacy instruction can ignite trauma
for students who experienced a peer bringing a gun to
school.
When Black families send their children to school, they
would like to believe they send their children to learn
in safe environments. They would like to think their
children are safe physically, emotionally, academically,
and free of harm. However, when children, specifically
Black children, are learning how to read in kindergarten using a strategy such as lock and load, quite the
opposite is happening. While the program supports the
advancement of students’ literacy development overall,
it is crucial for teachers to be aware that the lock and
load strategy can impact students’ overall well-being
and contribute to the spirit murdering of young Black
children. Love (2016) defines spirit murdering as “the
denial of inclusion, protection, safety, nurturance, and
acceptance because of fixed, yet fluid and moldable,
structures of racism” (p. 2).
Young Black children are vulnerable because of the
structures of racism “under this White supremacist
delusion made possible by…anti-Blackness” (Philips,
2021, p. 1). As educators, we must be aware of students' vulnerability. We cannot only educate students
academically. We must educate and cultivate the whole
child, including their socio-emotional wellbeing. We
must know our students’ lived experiences and histories
to provide more just and equitable learning opportunities. We fail our Black students when we implement
such harmful strategies. Such a callous strategy implies
that young Black bodies are not viewed as worthy vessels for safekeeping and protection (Philips, 2021).

calling the strategy by a different name. Teachers could
allow students to collaborate as a class to think of an
object that can be pulled and released, such as a familiar
toy. They could work together to rename the strategy
and routine. This collaboration and contribution from
students may increase students’ engagement in learning
high-frequency words without harming Black students
in their classroom. I would like to see schools provide
students a more just and equitable learning opportunity
when learning how to read, considering literacy is key
to academic success (Cartledge et al., 2015).
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As Muhammad (2020) argues, “the critical need for a
culturally responsive pedagogy is best exemplified when
we connect the past to the present and witness the lack
of progress we have made as a country” (p. 53). To be
more culturally responsive, I urge teachers to reconsider
using the strategy’s physical movements and to consider
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Voices from the Region
ƌƟĐůĞƐƐƵďŵŝƩĞĚŝŶƚŚŝƐĐĂƚĞŐŽƌǇǁŝůůƐŚŽǁĐĂƐĞĞǀŝĚĞŶĐĞͲďĂƐĞĚůŝƚĞƌĂĐǇƉƌĂĐƟĐĞƐďĞŝŶŐŝŵƉůĞŵĞŶƚĞĚ
ƚŚƌŽƵŐŚŽƵƚƚŚĞƐƚĂƚĞĂŶĚƌĞŐŝŽŶŝŶƐƵĐŚǀĂƌŝĞĚƐƉĂĐĞƐĂƐĐůĂƐƐƌŽŽŵƐ͕ĚŝƐƚƌŝĐƚƐ͕ůŝďƌĂƌŝĞƐ͕ĂŌĞƌƐĐŚŽŽů
ƉƌŽŐƌĂŵƐ͕ŽŶůŝŶĞƐĐŚŽŽůƐ͕ŚŽŵĞƐ͕ĚĂǇĐĂƌĞƐ͕ƉƌĞƐĐŚŽŽůƐ͕/^ƐͬZ^Ɛ͘tĞĂƌĞƐƉĞĐŝĮĐĂůůǇŝŶƚĞƌĞƐƚĞĚŝŶ
ƐƵďŵŝƐƐŝŽŶƐĨƌŽŵƉƌĂĐƟƟŽŶĞƌƐǁŚŽĐĂŶƐŚĂƌĞƟƉƐĂŶĚŝĚĞĂƐĂďŽƵƚǁŚĂƚŝƐǁŽƌŬŝŶŐŝŶƚŚĞŝƌĐŽŶƚĞǆƚ͕ǁŚǇ
ƚŚĞǇĂƌĞĞŶŐĂŐŝŶŐŝŶƚŚĞƐĞŝĚĞĂƐ͕ĂŶĚŚŽǁŽƚŚĞƌƐĐŽƵůĚĚŽƚŚŝƐ͕ƚŽŽ͘KƵƌŐŽĂůŝƐƚŽŚĞĂƌĨƌŽŵĂƌĂŶŐĞŽĨ
ƉƌĂĐƟƟŽŶĞƌƐŝŶĂŶĚĂƌŽƵŶĚƚŚĞƐƚĂƚĞǁŚŽĂƌĞŝŶƚĞƌĞƐƚĞĚŝŶůŝƚĞƌĂĐǇ͘DĂŶƵƐĐƌŝƉƚƐŝŶƚŚŝƐĐĂƚĞŐŽƌǇƐŚŽƵůĚ
ďĞŐŝŶǁŝƚŚĂŶŝŶƚƌŽĚƵĐƟŽŶƚŽƚŚĞĂƵƚŚŽƌƐĂŶĚƚŚĞĐŽŶƚĞǆƚŽĨƚŚĞŝƌǁŽƌŬ͘WůĞĂƐĞĂůƐŽŝŶĐůƵĚĞWĨŽƌŵĂƩĞĚ
ƌĞĨĞƌĞŶĐĞƐƚŽƚŚĞƌĞůĞǀĂŶƚƌĞƐĞĂƌĐŚůŝƚĞƌĂƚƵƌĞ͕ŝĨĂƉƉƌŽƉƌŝĂƚĞƚŽƚŚĞƉŝĞĐĞ͘DĂŶƵƐĐƌŝƉƚƐƵďŵŝƐƐŝŽŶƐƐŚŽƵůĚ
ďĞďĞƚǁĞĞŶϳϱϬĂŶĚϮϱϬϬǁŽƌĚƐ;ŝŶĐůƵĚŝŶŐƚĂďůĞƐ͕ĮŐƵƌĞƐĂŶĚĂƉƉĞŶĚŝĐĞƐ͖ĞǆĐůƵĚŝŶŐƌĞĨĞƌĞŶĐĞůŝƐƚͿ͕
ĚŽƵďůĞͲƐƉĂĐĞĚ͕ĂŶĚŝŶϭϮͲƉŽŝŶƚĨŽŶƚĂŶĚůĞŌͲĂůŝŐŶĞĚ͘ŶǇĐŚĂƌƚƐŽƌŐƌĂƉŚŝĐƐŵƵƐƚďĞŽĨŚŝŐŚͲƋƵĂůŝƚǇĂŶĚ
ŝŶďůĂĐŬĂŶĚǁŚŝƚĞ͘dŚĞƐĞŵĂŶƵƐĐƌŝƉƚƐƵŶĚĞƌŐŽďůŝŶĚƌĞǀŝĞǁďǇŵĞŵďĞƌƐŽĨƚŚĞũŽƵƌŶĂů͛ƐĞĚŝƚŽƌŝĂůƌĞǀŝĞǁ
ďŽĂƌĚ͘
sŝƐƵĂůƌƟĨĂĐƚƐĂŶĚ'ƌĂƉŚŝĐƐ
^ƵďŵŝƐƐŝŽŶƐŝŶƚŚŝƐĐĂƚĞŐŽƌǇƐŚĂƌĞǀŝƐƵĂůĂƌƟĨĂĐƚƐŽĨůŝƚĞƌĂĐǇƚĞĂĐŚŝŶŐƉƌĂĐƟĐĞƐƚŚƌŽƵŐŚƉŚŽƚŽƐŽĨ
ƚĞĂĐŚĞƌƐĂŶĚƐƚƵĚĞŶƚƐĞŶŐĂŐŝŶŐŝŶůŝƚĞƌĂĐǇ͕ůŝƚĞƌĂĐǇƉƌŽũĞĐƚƐ͕ůŝƚĞƌĂĐǇ͕ĐĞŶƚĞƌƐ͕ĂŶĚĂƌƟĨĂĐƚƐŽĨƐƚƵĚĞŶƚ
ůĞĂƌŶŝŶŐ͘ĂĐŚŝŵĂŐĞƐŚŽƵůĚďĞĐůĞĂƌ͕ŝŶĨŽĐƵƐ͕ŽĨĂŚŝŐŚƌĞƐŽůƵƟŽŶͬƋƵĂůŝƚǇ͕ĂŶĚƐĞŶƚĂƐĂĨƵůůͲƐŝǌĞũƉĞŐŽƌ
ƟīĮůĞĂƩĂĐŚŵĞŶƚ͕ĂĐĐŽŵƉĂŶŝĞĚďǇĂďƌŝĞĨ͕ϱϬͲϭϬϬǁŽƌĚĚĞƐĐƌŝƉƟŽŶ͘ŽĐƵŵĞŶƚƐŵƵƐƚďĞƐĐĂŶŶĞĚ͕ŶŽƚ
ƉŚŽƚŽŐƌĂƉŚĞĚ͖ƚŚĞůĂƩĞƌǁŝůůŶŽƚďĞŽĨŚŝŐŚĞŶŽƵŐŚƋƵĂůŝƚǇĨŽƌƉƵďůŝĐĂƟŽŶ͘ǇƐƵďŵŝƫŶŐĂŶŝƚĞŵŝŶƚŚŝƐ

ĐĂƚĞŐŽƌǇ͕ƚŚĞŝŶĚŝǀŝĚƵĂůŝŶĚŝĐĂƚĞƐƚŚĂƚŚĞͬƐŚĞŚĂƐŽďƚĂŝŶĞĚĐŽŶƐĞŶƚĨƌŽŵƚŚĞĚŝƐƚƌŝĐƚ͕ƐĐŚŽŽů͕ƚĞĂĐŚĞƌ͕
ƉĂƌĞŶƚ͕ĂŶĚĐŚŝůĚƚŽƵƐĞƚŚĞŝŵĂŐĞĨŽƌƉƵďůŝĐĂƟŽŶ͘dŚĞũŽƵƌŶĂů͛ƐĞĚŝƚŽƌŝĂůƚĞĂŵƌĞǀŝĞǁƐƐƵďŵŝƐƐŝŽŶƐŝŶƚŚŝƐ
ĐĂƚĞŐŽƌǇ͘
>ĞƩĞƌƐƚŽƚŚĞĚŝƚŽƌƐ
tĞŝŶǀŝƚĞĂŶĚĞŶĐŽƵƌĂŐĞǇŽƵƌůĞƩĞƌƐŝŶƌĞƐƉŽŶƐĞƚŽǁŚĂƚǇŽƵŚĂǀĞƌĞĂĚŝŶƚŚĞMichigan Reading Journal͘
ŝĚƌĞƐĞĂƌĐŚƉƌĞƐĞŶƚĞĚŚĞůƉǇŽƵďĞƩĞƌƵŶĚĞƌƐƚĂŶĚƚĞĂĐŚŝŶŐĂŶĚůĞĂƌŶŝŶŐ͍tĞƌĞǇŽƵŝŶƐƉŝƌĞĚƚŽƚƌǇĂŶĞǁ
ƚĞĂĐŚŝŶŐƐƚƌĂƚĞŐǇ͍ƌĞǇŽƵƐƟůůƉƵǌǌůŝŶŐŽǀĞƌĂƚŽƉŝĐƌĞĐĞŶƚůǇĨĞĂƚƵƌĞĚ͍/ƐƚŚĞƌĞƐŽŵĞƚŚŝŶŐǇŽƵŚĂǀĞŶ͛ƚ
ƐĞĞŶŝŶƚŚĞũŽƵƌŶĂůƚŚĂƚǇŽƵǁĂŶƚƵƐƚŽĂĚĚƌĞƐƐ͍>ĞƚƵƐŚĞĂƌĨƌŽŵǇŽƵ͕ƉůĞĂƐĞ͘>ĞƩĞƌƐŵĂǇďĞĞĚŝƚĞĚ͕ǁŝƚŚ
ĂƵƚŚŽƌ͛ƐƉĞƌŵŝƐƐŝŽŶ͕ĨŽƌƉƵďůŝĐĂƟŽŶ͘
EŽŵŝŶĂƟŽŶƐĨŽƌWƌŽĨĞƐƐŝŽŶĂůŽŽŬƐƚŽZĞǀŝĞǁ
tĞŝŶǀŝƚĞĂŶĚĞŶĐŽƵƌĂŐĞŶŽŵŝŶĂƟŽŶƐŽĨƉƌŽĨĞƐƐŝŽŶĂůďŽŽŬƐƚŽƌĞǀŝĞǁĨŽƌŽƵƌWƌŽĨĞƐƐŝŽŶĂůŽŽŬƐŽĨ
/ŶƚĞƌĞƐƚĐŽůƵŵŶ͘WůĞĂƐĞƐĞŶĚďŽŽŬƟƚůĞƐ͕ĂƵƚŚŽƌŶĂŵĞƐ͕ĂŶĚǇĞĂƌŽĨƉƵďůŝĐĂƟŽŶƚŽƵƐǀŝĂĞͲŵĂŝůǁŝƚŚĂďƌŝĞĨ
ϭͲϮƐĞŶƚĞŶĐĞĚĞƐĐƌŝƉƟŽŶŽĨǁŚĂƚƚŚĞďŽŽŬŝƐĂďŽƵƚĂŶĚǁŚǇŝƚƐŚŽƵůĚďĞƌĞǀŝĞǁĞĚŝŶMRJ͘/ĨĂƉƉƌŽǀĞĚ͕
ƉƌŽĨĞƐƐŝŽŶĂůďŽŽŬƌĞǀŝĞǁƐĐĂŶďĞƵƉƚŽϭϮϬϬǁŽƌĚƐŝŶůĞŶŐƚŚ͘
ZĞǀŝĞǁƐŽĨŚŝůĚƌĞŶ͛ƐĂŶĚzŽƵŶŐĚƵůƚŽŽŬƐ
,ĂǀĞĂŐƌĞĂƚďŽŽŬƚŚĂƚǇŽƵĂŶĚǇŽƵƌƐƚƵĚĞŶƚƐůŽǀĞ͍tĞŝŶǀŝƚĞƚĞĂĐŚĞƌƐŽĨƐƚƵĚĞŶƚƐŽĨĂůůĂŐĞƐƚŽǁƌŝƚĞĂŶĚ
ƐƵďŵŝƚďŽŽŬƌĞǀŝĞǁƐŽĨĐŚŝůĚƌĞŶ͛ƐĂŶĚǇŽƵŶŐĂĚƵůƚďŽŽŬƐŽĨĂŶǇŐĞŶƌĞƚŚĂƚŚĂǀĞďĞĞŶƉƵďůŝƐŚĞĚŝŶƚŚĞůĂƐƚ
ǇĞĂƌ͘ŽŽŬƌĞǀŝĞǁƐĐĂŶďĞƵƉƚŽϭϮϬϬǁŽƌĚƐŝŶůĞŶŐƚŚ͕ĂŶĚǁĞƌĞĐŽŵŵĞŶĚƚŚĞ͞tƌŝƟŶŐĂŽŽŬZĞǀŝĞǁ͟
ƌĞƐŽƵƌĐĞŽŶƚŚĞWƵƌĚƵĞKŶůŝŶĞtƌŝƟŶŐ>Ăď͛ƐǁĞďƐŝƚĞĨŽƌĂůŝƐƚŽĨƋƵĞƐƟŽŶƐĂŶĚĐŽŶƐŝĚĞƌĂƟŽŶƐƚŚĂƚǁŽƵůĚ
ďĞƵƐĞĨƵůŝŶĐƌĂŌŝŶŐǇŽƵƌƌĞǀŝĞǁ͘
DĂŶƵƐĐƌŝƉƚZĞǀŝĞǁWƌŽĐĞƐƐ
ĞůŽǁĂƌĞƚŚĞƋƵĞƐƟŽŶƐƚŚĂƚƚŚĞũŽƵƌŶĂů͛ƐĚŝƚŽƌŝĂůZĞǀŝĞǁŽĂƌĚŵĞŵďĞƌƐƵƐĞǁŚĞŶƌĞǀŝĞǁŝŶŐƐƵďŵŝƩĞĚ
ƌĞƐĞĂƌĐŚŵĂŶƵƐĐƌŝƉƚƐĂŶĚƉƌĂĐƟƟŽŶĞƌƉŝĞĐĞƐĨŽĐƵƐĞĚŽŶƐŚĂƌŝŶŐƚĞĂĐŚŝŶŐƉƌĂĐƟĐĞƐ͘dŚĞƋƵĞƐƟŽŶƐĂƌĞ
ŝŶƚĞŶĚĞĚƚŽŐƵŝĚĞƌĞǀŝĞǁĞƌƐĂŶĚŚĞůƉƚŚĞŵƐŚĂƉĞƚŚĞŝƌǁƌŝƩĞŶƐƵŵŵĂƌŝĞƐŽĨĨĞĞĚďĂĐŬĂŶĚ
ƌĞĐŽŵŵĞŶĚĂƟŽŶƐƌĞŐĂƌĚŝŶŐƉƵďůŝĐĂƟŽŶ͘dŚĞĂŶƐǁĞƌƐĂƌĞĨŽƌǁĂƌĚĞĚƚŽĂƵƚŚŽƌƐ͕ĂůŽŶŐǁŝƚŚƚŚĞƉƵďůŝĐĂƟŽŶ
ĚĞĐŝƐŝŽŶ͘dŚĞĞĚŝƚŽƌŝĂůƚĞĂŵǁŝůůƉƌŽǀŝĚĞĨĞĞĚďĂĐŬŽŶƐƉĞůůŝŶŐ͕ŐƌĂŵŵĂƌ͕ŵĞĐŚĂŶŝĐƐ͕WĨŽƌŵĂƚ͕ĞƚĐ͘ƐŽ
ƌĞǀŝĞǁĞƌƐƐŚŽƵůĚĨŽĐƵƐƚŚĞŝƌƌĞǀŝĞǁĂŶĚĨĞĞĚďĂĐŬŽŶƚŚĞŵŽƌĞŐůŽďĂůŐƵŝĚŝŶŐƋƵĞƐƟŽŶƐďĞůŽǁ͘dŚĞŐƵŝĚŝŶŐ
ƋƵĞƐƟŽŶƐĐĂŶĂůƐŽƐĞƌǀĞƚŽŚĞůƉĂƵƚŚŽƌƐƐŚĂƉĞƚŚĞŝƌŵĂŶƵƐĐƌŝƉƚƐŝŶŽƌĚĞƌƚŽŵĞĞƚƐƚĂŶĚĂƌĚĨŽƌƉƵďůŝĐĂƟŽŶ
in MRJ͘
ZĞǀŝĞǁĞƌƐ͛'ƵŝĚŝŶŐYƵĞƐƟŽŶƐ
ͻ ŽĞƐƚŚĞĂƌƟĐůĞĂĚĚƌĞƐƐĂŶŝŵƉŽƌƚĂŶƚŽƌĐŽŵƉĞůůŝŶŐƚŽƉŝĐĨŽƌƌĞĂĚŝŶŐƉƌĂĐƟƟŽŶĞƌƐŝŶDŝĐŚŝŐĂŶ͍tŚǇ
ŽƌǁŚǇŶŽƚ͍
ͻ ŽĞƐƚŚĞŵĂŶƵƐĐƌŝƉƚĐŽŶƚĂŝŶĂŶĂƉƉƌŽƉƌŝĂƚĞďůĞŶĚŽĨƚŚĞŽƌǇ͕ƌĞƐĞĂƌĐŚĂŶĚƉƌĂĐƟĐĞ͍ƌĞƚŚĞƌĞǁĂǇƐƚŽ
ŝŵƉƌŽǀĞƚŚŝƐďĂůĂŶĐĞ͍
ͻ ŽĞƐƚŚĞĂƌƟĐůĞŽīĞƌƉƌĂĐƟĐĂůŝŵƉůŝĐĂƟŽŶƐŽƌƐƵŐŐĞƐƟŽŶƐ͕ďĂƐĞĚͲŝŶͲƌĞƐĞĂƌĐŚ͕ƚŚĂƚƌĞĂĚŝŶŐ
ƉƌĂĐƟƟŽŶĞƌƐĐĂŶŝŵƉůĞŵĞŶƚ͍ƌĞƚŚĞƌĞĂĚĚŝƟŽŶĂůŝŵƉůŝĐĂƟŽŶƐƚŚĂƚǁŽƵůĚŝŵƉƌŽǀĞƚŚĞŵĂŶƵƐĐƌŝƉƚ͍
ͻ ŽĞƐƚŚĞŵĂŶƵƐĐƌŝƉƚŝŶĐůƵĚĞĞŶŽƵŐŚŝŶĨŽƌŵĂƟŽŶŽŶŚŽǁͲƚŽƉƌĂĐƟĐĂůƐƚĞƉƐĨŽƌĐůĂƐƐƌŽŽŵŽƌ
ƉƌĂĐƟƟŽŶĞƌŝŵƉůĞŵĞŶƚĂƟŽŶ;ŝ͘Ğ͕͘tŚĂƚĐĂŶƚĞĂĐŚĞƌƐĚŽŽŶDŽŶĚĂǇŵŽƌŶŝŶŐ͍Ϳ͍
ͻ tŝůůƚŚĞĂƌƟĐůĞĂƉƉĞĂůƚŽDZ:͛ƐĚŝǀĞƌƐĞĂƵĚŝĞŶĐĞ͍tŚĂƚĐĂŶďĞŝŵƉƌŽǀĞĚ͍
ͻ tŚĂƚĂƌĞƚŚĞƌĞǀŝƐŝŽŶƐƚŚĂƚǇŽƵǁŽƵůĚƌĞĐŽŵŵĞŶĚƚŽŝŵƉƌŽǀĞƚŚŝƐŵĂŶƵƐĐƌŝƉƚĨŽƌŽƵƌƉƌĂĐƟƟŽŶĞƌ
ĂƵĚŝĞŶĐĞ͍
YƵĞƐƟŽŶƐ͍WůĞĂƐĞƌĞĂĐŚŽƵƚǀŝĂŵƌũΛĐŵŝĐŚ͘ĞĚƵ

Bleed Trim Spine Folds

17.204 in x 11 in

Spine Width is .204 in

